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Th|s Handbook is one ot several major CAEL assessment reports based upon

-CAEL Workmg Papers produced in 1975. CAEL foliowed an unusual developmen-
:tal plan invalidating its initial work and preparing these reports. in order to insure
:that its developmental work was fully reviswed and tried out prior to final publtca-

tion, the CAEL Working Papers were used experimentally 1n approximately 80
CAEL institutions during 1975-76. In a f3rmal review procedure users provided
critique and suggestions that the authors used in preparing this revision. Validation
of these current materials aiso included a series of field studies that addressed
important issues concerning reliability, validity, and the value of assessment to the
student. Those validation studies are reported in The CAEL Validation Report,
1976; aspects of the findings especially pertinent to content are sunimarized briefly

* in Chapter [ll of this Handbook. The Preface . summarizes the more important

ISSUBS with which the authors tried to deal in their revisions and the major changes
that distinguish this Handbook from the earlier version, originally published as
Workmg Paper No. 10,-The Use of Expert Judgment in the Assessment of Expe-,
riential Learning.
Warren W. Willingham
CAEL Project Director
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PREFACE o

®

The'individualized-and often highly unique ‘hature of experiential leaming poses a
number of problems for the faculty members and administrators charged with the
assessment of-that leaming. Standardized tests, for example, are usually in-
adequate or. inappropriate Assessment must, therefore, be placed in the hands of
an “expert " someone who has specialized knowledge and experience in arelevant
discipline or field. This Handbook Is an attempt to familiarize those involvedin
assessment with some of the basic principles and practices In the application of
e;(pertjudgment Though others may find this book useful, itis primarily intended for ,
facuttj members, administrators, and .consultants invoved in assessing the P
exporientlally-based learning of students who arr, seeking academic credit for that
‘learning. - /~' T

Responses to the worklng draft of this Handbook suggested an extremely
diversé audience, ranging from educational philosophers to engineers. Con- .
sequenﬂy, an effort has been made to avold overy technical language and wher-
ever possible to illustrate and clarify points with concrete examples. Those fammar
with the working draft of thls document will note several changes. The introduction
now contains a more extensive, dlscussion of the problem of choosing an expert y
|udge as well as a brief overview of some basic principles. The two separate -
-chapters on interviewing have been ‘combined into one chapter with a oonsequent
reduction in redundancy and what is believed to be a balter organization. A brief
“Concluding | Note" that reminds the reader of some general assessment principles
ras replaced the chapter on “Use and Evaluation.” * . .

It is hoped that.this Handbook will be useful in three ways: First, practncai
methods and procedures are suggested that can help institutions make ‘more.,
effective use of expert judgment. Second, sonie examples of approaohes foa as-
sessment are presented that would, with some mcdifications, be suitable for apph-
cation 3! an institution where experiential learning must be assessed. Finally, it is
hoped thzt the principles and methods suggested here will help institutions to
evaluate the quality of their assessment on a contmumg basis.

The wriling of this Handbook was the jomt effort of many people. Richard R.
Reilly, an Educational Testing Service staff member through most of the project
and currently at American Telephone and Telegraph Co., prepared Chapters |, I,
and the Concluding Note. and contributed to Chapter Ill. Ruth Churchill of Antioch
College wrote Chapter IV, and Amold Fletcher of Thomas A. Edison College
co-authored Chapter V with John L. D. Clark of ETS, who was on leave at Thomas
A. Edison College when the working draft was writteri. Chapter VI was prepared by
Myma Miller, who was at Empire State Colle when the writing began and is now
. with Vermont State Colleges. Judith Pendergrass of Metropolitan State University
was the serior author of Chapter lll. Jane Porter Stutz of ETS contributed to
Chapter llland coordi/nated commun:cations and the compilation of the manuscript.

The fotlowing people reviewed drafts of the Working Paper or the revised draft
and made many, hHelpful sudgesttons

Thomas Don!on Educational Testing Service®

Sheila éGordon LaGuardia Community College

Joan-Knapp, Educational Testing Service

/

H

Ly




Robeft Ramos, American-Telephone and Telegraph Company

Roben Sexton, Unliversity of Kentucky

Donnls Tippo, Warren Wilson College * ‘
In addnion. taculiy and administrators from many CAEL institutions completed a,
quostnonnalre on the Working Paper and provided useful recommendations.

‘Finally, appreciatlon is expressed to Lorraine Simon, who typed the eariy
draﬂs and helped in counlless othar ways during the project.

Richard R. Reilly
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\Richard R.-Relly

_The assessment of leaming invariably requires human judgment. This is clear
enough in the case of a college instructor who must assess the leaming of students
taking a oourse Perhaps fess clearis the extensive reliance on judgment in the
development of so-called "objectlve" multiple-choice achiavement tests. In the first
instance the instructor may use direct observation of oral and written performanca

Y as a bas&s for gradtng students. In the second instance, judgment is involved in the
iF selection of content to be covered and in the writing of items. In both of these
e examples the person making judgments is presumed to have some special know-

e \ Iedge or expertise in the relevant subject-matter field.
: ~-The assessment of experiential learning certainly is no different in demanding

3"_ ’ ‘ expert judgment Whether the learning has.been derived from a sponsored or
3 : nonsponsored expenenoe judgment will be necessary to evaluate the amount and
3 .quality of what-has been_leamed. In many instances particularly when prior,

‘l)onsponsored leamtng is being assessed, assessors are forced to rely on only a
limited amount ot information. Itis especially important, ‘then, thatthe assessors, in
s addition to begng “experts” in a particular substantive domain, also be competent
: judges. Experts who are not properly prepared to conduct assessment jeopardize
the equity of assessment for the institution, and more importantly, for the individual .,
student. Competent judges, on the other hand, whiie not guaranteeing perfect
assessment, can ensure an equitable and consistent treatment of all students.

Overlap Between Different Methods

Four major assessment technlques are discussed in this Handbook-—interviews,

product assessment, performan e assessment, and assessment of written mate-

rial. These are not the only wayg in which to assess experiential learning, but it 1s

. believedthat these four methods tomprise the mostusefuland relevant approaches
: for applying expert judgment. Though separate chapters are devoted to each
. method, it will become apparent to the reader that areas of overlap exist across
methods. To some extent distinttions between methods are arbitrary and involve a
matter of emphasis rather than a clearcut demarcation. This is perhaps most
obvious in thc case of product assessment and performance zssessment where
some of the methods and suggestions can be used interchangeably. The emphases
are demdedly different, however. In_product assessment there is greater concern
with whatis produced and less withhcw s produced, whereas the reverse s true of
perfornance assessment. The fact that there is overlap is not necessarily undesira-
ble. Itwill be found that for many assessment problems a combination of two or more
procedures may be much more effeclive than a single method. The principles of
product and performance assessment can be applied in tandem tn those situations
where both the process and the end product must be considered to yield a valid
assessment. Likewise, interviews may provide a useful adjunct to other assessment
methods in many situations. It should be made clear that the separate treatment of
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the four assessment mathods in no way implies that each method should always be
used in isolation. Indeed, it is the authors’ intent and hope that users will recognize
-thé advantages of applying more than one technique.

)

-Purposes of Thls Handbook .
ThnsHandbook has four majorobjectives. First, itis hoped that readers can develop,,

a%etter understandmg of some of the general methodologu,alproblems and issues
relajed tothe use of expertjudgment. Issues such as reliability and validity should be

) understood and considered before applying any assessment technique.

A nd ob;ectuve is to'provide the reader with specific practical suggestions
relatedto each of four common applications of expert judgment. The discussicn of

the problems and pitfalls of interviewing, p:oduct assessment, performance as-

sassment, and the assassmert of written materials should be helpful to those
engaged in the application of these methods.

A third objective is to present the most important principles of sound assess-
ment as a series of steps or checks to follow 1n conducting assessment. The general
principles are presented later in this chapter and reoccur in modified form at the end
of each chapter dealing with a specific type of assessment method.

. A final objective is to broaden the reader’s awareness of various possible
approaches to assessment through the presentation of practical examples and
prototype procedures. Some readers may find thai an adaptation of a suggested
procedure meets a local assessment need.

Choosing Assessors ' . :

Mcst of the content of this Handbook assumes that assassors have been identified
and assigned. For many assessmeni problems, however, the task of choosing
appropriate assessors 1s a cntical and difficult one. Whitaker has distinguished six
groups of potential assessors. {1) student jearners in sponsored programs, (2) prior
learners seeking credit for unsponscred learning, {3) faculty teachers, (4} nonfacuity
teachers or supervisors in a sponsored learning program, (5) participant-observers
such as clients or co-workers, (6) outcome observers. This last group includes
persons who have not participatedin the learning process in any way, butare called
upon to participate in the assessment of learning outcomes™.* Unlike the other
groups, outcome observers have no association with the learning process that might
make them corivenient and natural choices for assessors. This will occur most
often with the assessment of prior leaming where a person with expertise in a
specific area must be choser\to conduct an assessment.

Normgally, choosing an outcome observer 1s a two-stage process involving
Identification and selection. In the identificatior stage two or more assessors are
identified as having expertise in the subject-matter field for which credit 1s sought. At
this point it becomes necessary to raise a very basic question. Who is an expert? In
response to this question we offer a working defimtion. An expert is an individual
having special skill or knowledge denved frorn expenence, education, or training.

‘Urban G. Vinlaker, Assessors and Thow Quadficatons, «n Moms 7 Keewn and Asswciates, £:1p6nontar ceamng
Rat an and A: San F Jossey-Bass. 1976.p 193

RIC = . ‘
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The definition purposely does not imply any formal academic ‘credentials™ so that
individuals who.have expartise hacause of therr expenential-learning (e g. an
avocational pursuit) ﬁbe included,

How, then, is one'® Identify an expert? Specific types of evidence that m:ghtbe
used to determ{qe whether an individual ts an expert in a given subject or field
include the following: :

1. Recommendaticns from two or three other experts in the same or a closely
related field. ‘

2. Published works (e.g., journal or magazine amc!es books etc ) in a given
subject. —

. Technical products or artistic works in a related area.

. A directly related formal academic degree. '

. .Other formal credentials such as a license.

Awards or honors for achievement in the field.

Instruction or teaching experience in the area.

. Supervisory experience of individuals working in the same field

. Membership in organizations or societigs with a focus closely related io the
subject area.

Although there are really o hard and iast rules for «dentifying experts. nc single
oneof the foregoing suggestions should be relied upon solely As many independent
sources of verification as possible should be obtained.

Assuming thal several experts have been identified. usually one expert 1s
selected? to conduct the assessment. Wha! are some of the considerations that
govem which expert is selected? Whitaker cffers some useful criteria, which he
refers to as essentiai absessor characteristics.” The first of these characteristics is
subject-matter expertise. Aithough all of the potental assessors «dentified will have
some subject-matter expertise, some may be stronger :n certai areas than others
The strengths and weaknesses of the potent.al assessors should be judiciously
considered in terms of the spsciic iearning being claimed (e g . theoretical know
ledge vs. practical skills).

A second cnterion nvolves the ps,chometnc expertise of the assessor
Whitaker defines psychometnc expertise as . . secondary knowledge of the
assessment process that is sufficient to enabile one to select and adapt techniques
and instruments that others have developed and perfected ™ increasing the
psychometric expertise of assessors 1s p:ecisely what this Handbook 1= about
However, the expenence and knowledge of the expert with regard to conducting
assessment should be taken into account durning the selection stage.

A thrd charactensic of effective assessors is what Whitaker refers 19 as
familanty with case data. Quitcome observers as a group are typica’y not very
famiar with all aspects of the case being assessed In many cases, * owever,
essessors will know something about the learner, the teacher (if any). the learning
process, or uther aspects of the case athand In genera.. such knowledge will help
make the assessment more vald, ond this should be considered in selecting
assessors.

©CONOG AW

IARROUGH 1 £ &iwayS GeSHADIO 10 Have MUTDIO ATSESSOM 1435 600GNZE0 INAL/ TURN La3e3 s 5 -bl‘poswo because of
costs or other practical considersons Y

TWnitaker, pp 198-199

s Ie




.

Tro ﬁoal two critena that should be conaidered are the abjectnaly, andmotiva
Jion of the assessct. Tho opert juoge shouid be free of projudice loward the learne:,
~tha teachdr, and any othes aspects of the iearning process and, i additon, should
.ba hlgbty motivatéd 1o conduct assessment .. the most thorough and equilabie
tmnner possible, .

7 Nol all Bssessors saiocled wil possess all of these chaiactenstcs, of Course.

!ndaed It wore always possible.1o seloct assessors meelag ak ot hese cntona
Ahgre would be no need for a handbook like this une. However, carehu dentfication.
and selaction of expert judgos can consadembly simpiity the task of prepanng
HeSOUSIG,

Organization and Scope

The othet chapless of the Handbook presen: a great dea. of informatoer, as weli as
malerials that might be adapled for use it assessmert. Chep @ il dears with some
of the basx taéhnica: and Methodologia: wonsideralions ommon 16 ai judgmenta,
mathods of ‘assgssment. Since the lates chaplers assume soms famuliarity with
thesa general concepigt is racommended that Chaplu: « be :ead belore any of the
chagptars dealing with s®cific techniques.

Chaptess. 1l thtough VI discuss spectfic assessmant techmques. Chapter Il
discussos the dewce most commoniy used i assess expanenba. earning -the
mterviaw. The ditferent typas ol imterviews are descabed, polenta. protiems are
discussed, and a vanely of priactica. suggeslong ate made los the improvement of
interviewing and related. techniquas. Finally, the Steps « deve.oping a struchured
nlervigw are presonted ond dhstiated. Chaplers iv and ¥ discuss the methods of
product and perlormance. aasessmem Sumeo cormumws. protiems ase descnbed and

_ suggestens forimprovement are offerea. Botr. chapters deta. modés procedures fo:

tha condsgc} af assessmeni. Because of the heavy .aie that widter. materai prays .

. expananlial icarning, a sgparate chaples has beor. nuuded ic discuss some of the
_rolevantissues, probioms, and methods. Chapler v.ass wuntans a vauety of uselu

suggestions thal might be a,.2 “2d 10 assessmoent of watten matena. A Concluging
‘Notg' summanies six bas« assessment sleps ai«x how they showic be apphed to
the techniques prasented in earker chapters

An Ovorview of Some Genera! Princlples

Because 50 much emphasss « paced on a 56t M basi assessment prnc.pies /n the
Handbook, & may bo hoiplu for the pader lo Drelly Lonsde: the geneta sleps
recommended al the end o! Chapter u To .suslrate the commen aiemonts of ail
assessment problams, and at the same Lme provide ar overview ol SOME Lesit
pnnciplos, tho six basic steps of assessment ate piasonted logether with s iec
ommended slops ot assessment of sponsored off campus leanung n Table

Tho first step n the assessmant of sponsored warning .5 Program Definbon,
whach has no genera: counterpant, since for a .arge group of expenenta; karners.
namsly pisor ieamers, 1o setprogiarm. ever easted The fiist gener ai step. £slabiish
Critorion Siantaras, dces have a duect counterpant & Specdicabor of Learming
Outcomes 1n both cases pnming down exactry what s 1o be assgsseths calical la
effectve assossmont
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’ .- Table 1

Comparison of General Steps Recommended for Assessment of

Experlentlal Learning with Suggested Steps for Assassment of
Sponsored Learning

Ganeota! Steps for Conducting Steps for Assessment of
Assessmant Sponsorad Learning

———

Program Dehnition

_ Eslablish Criterion Standards Specification of Leaming
Quicomes

_ Seloct and Stnicture Assess Establish the Asgsessinent
ment Procodure

 Pian tho Administration of As:
sossmant

7. Relate Judgments to Observa: Formatve Assessment
tions

Record and Report v Summative Agsessment

Monitor Assessment vl Evatuation of Assossment

Tha next two general steps. Select and Structure Assessment and Plan the
Administraton of Assessment, are embodied n the step caited. Estatihish the
Assessment Procedure for sponsored programs

The tourth: and fifth generai sieps. Relate Judgments to Cbservabons and
Racord angd Repont are specific desiderata for bath Formatve and Summative
Assessmant, whict: are the naxt two steps for sponsored progtams Relating judg-
ments to observations simply maans tnat assessors should e theyr assessmeants as
closely as posebie 10 the ev Jence at hand and not be influenced by extrangous of
yrelavant factors Once ajudgment has been made aboul the learning, the assessor
should recerd the rasults of assessment for administrative purposes and provde
fgedback o the studenl Thus last step 15 particuarly important in the formative
assessment phase 1n sponsarsg programs where diagnostic information can help
the student learn more atiectivilly & -

The linal general step. Mcnifof Assessment, s closaly paraflelad by Evalua-
iien of Assessment In sponsored prdgrans. Both steps are motvaled by the rec-
ogniticn that assessmant procedures can swmost always o€ improved ard should
be checked for major flaws O weaknesses s )

The following chapters ofter considerable amphicaton of thess generalpoints It
is hoped that the reade: will recogrize that effectve assessment wili shate these
prnciples regardiess of the techrique or method beng applied .
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Methodolngical Problems and Issues Related
" To The Use Of Expert Judgment
) = In Assessment

Richard R. Reilly

o, Although assessment of experiéntial leaming 1s a relatively new endeavor, judge
- ment has bean studivd in enough other contaxts so that a reasonably well-defined
set of general principles can be derived and applied. One conclusion of this re-

judge do in sessment?” The assessment Process has been conceptualized as
involving six Yages:! (1) identification; (2) articulation; (3) documentation: (4) mea-
surement; (5} valuation; and (6) transcripting Once the learning acquired through
expenence has'beendentified and related to an Institutional or programmatic goal
(articulated), it nust be documented in some way. After this has been done, expert
Judgment can

3 “How are ei{{:ﬁs chosen?" 'We now consider the questior, "What does the expert

FUNCTIONS OF THE EXPERT JUDGE

A!though the role of the expert judge will vary depending upon the institutution, the
. siudent, and the type of leaming to be assessed, the follewing seven functions are
suggested.

Crlterion Definition. Assessment mplies standards The expert, therefore, should
play a role in the specific definition of the standards agamnst which the evidence
presented by the student 1s to be judged These standards may be unique and
"Warren W Wwangham  Cotca: sses 470 Basc Requeoments for Astessment
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highly specialized, but the assessor should be able to make them explicit and put
tham inlo objective terms.

Selecting. In some cases the assessment procedure may be predetermined by
the institution or chesen by the student, as in the case of a product presented by a
student for credit. In many cases, though, once the criteria have been specified,
the expert will decide which type of assessment procedure is most appropriate for
gliciting the most relevant sample of behavior, performance, or other evidence
The expert may, in fact, be able to take advantage of existing assessment proce-
dures that could be adapted and siructured for a student with relatively litile revi-
sion. .

Structuring. The degree of contro! over the structure of the assessment process
that an individual assessor has will vary depsnding upon the situation Structure
may be imposed by others involved in the assessment process, for example Butin
many situations the assessor can dec.de whether the assessment will be highly
structured {e.g., an oral examination} or relatively unstructured (e.g, a loosely
patterned interview). .

Adapting. The expert assessor can have considerable impact on the validity of the
overall judgments made by adapting the assessment technique to the experiences
and needs of the indiviaual. Adaptation does not necessarily imply a lack of struc-
ture, but rather the selection of the fairest and most relevant information for the
demonstration of a student's particular learning or competence

Observation. The expert must observe a students behawvior, performance, or
products before reaching a decision. The observations are the critical stimuli to
which the expert makes a response in the form of a judgment or assessment The
competence with which an expert can make observahons is determined by some
factors beyond the contro. of the ./mmediate assessment process, such as experi-
ence and inteligence. Emphasis on the other functions of the assessor’s role can
go a long way toward enhancing the quality and relevance of the observations
made. Focusing the assessors attention or the specific behaviors or the most
relevant aspects of performance can be dore with clear, concise definttions, for
example.

Recording. I, instances where assessment is relatively complex or where judg-
ment occurs sometime after cbservation, it is extremely important that some record
of observations be kept. Observations may be recordad electronically, by the
taking of notes, or only by the central nervous system of the expert.

Judgliny, The most crtical functon of the assessor s role is. of course, the act of
judging or quantifying the sturdent s learming. Itis within this aspect of assessment
that the expert must somehaw cursider what evidence has been presented, elimi
nate what is irreievant, weigh what is relevant, and finally balance this against
some standard of competence. The act of judging itself, though certainly crucial,
does not take piace in a vacuum. The other functions of the assessor's role in
helping select the relevant evidence or sample of performance, in structuring the

"lo




,assessment process, etc are of equal |mpcrtance in minimizing the errors that
Amay be made in ‘judgment.

These seven functions of the axpert assassor's role may not all be carried out
by the same individual, nor is it necessary that all seven be performed with each

‘new assessment For some common assessment situations the functions of crite-

flon defimron. selecting, and structuring may be parformed only iriitially, since the
results: wm have general application for all students seeking the same type of
credlt For hsghly mdwidualized anJ unique leaming experiences it may be neces-
sary for-all seven functions to be parformed on an ad hoc basis with each new

~ass‘essment

.THE PROBLEM OF ESTABLISHING STANDARDS AND LEVELS OF
«COMPET ENCE

fBecause assessment can be viewed as a comparison between the evidence pre-

sented by a strdent and some fixed standard, it is essential that the assessor have
a clear understandmg of what standards are being applied for agiven assessment.
In a measurement sense, the simplest type of assessment would be one in which
the ‘student's evidence is oompared against a standard and a decision is made as
to whether the evidence meets the standard or not. In many instances, however,
the asséssment process calls for a finer discrimination. A student may be awarded
from- zero to ten-credits, for example. In such cases more than one standard is
obvnously needed, and, in_fact, a continuum with anchoring standards at various
pomts along a scale may be implied. Some of the most critical kinds of errors made
in judgment have been shown to result from a lack of well-defined standards or
criteria. Failure t6 provide spectfic standards can create at lzast two different kinds
of problems. First, an assessor may have a very specific set of subjective stan-
dards that may not be shared by other assessors. This results in inconsistency in
the assessment process since the final judgment made may depend more upon
the-assessor's unusual standards than upon the relevant evidence presented. A
second possible response to a lack of clear standards i1s that the assessors may
leave the standards vague. Under these conditions assessors would be more likuly
to “play it safe” and never really commit themselves strongly in making judgments.
This too, results in a failure to discriminate.

In érder for assessments to be fair and vaiid, the standards used by asses.sors
should be defined explicity and in as much dstail as possible. Where segveral levels
or categories of competence are involved, experts in the subject-matter area
should establish corresponding standards before an assessment is made. Ideally,
there would be a consensus among experts as to the number of categories or
levels and the standards which define those levels. For the assessment of com-
mon types of leaming experiences, it may be possible to have predefined levels
&nd standards. For the assessmant of more unusual or new learning experiences,
it might be necessary to set down objective standards on an ad hoc basis. A
three-stage process is suggested The expert would begin with a set of common
standards written in terms that cut across all areas of leaming and consequently
are very generai. These initial definitions could relate to the assessment framework
of the institution and its philosophical orientation. In the second stage the expert, or
experts, would translate these,gen#ral definitions or standards into more specific

8 v
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S : Figure 1 -

. . General and Specific Definitions for Standards of Writing

, Competence .
- Gen_eral Definitions Specific Definitions

. : - Writing 1s r -
. Competence Is unquestionably well 918 clear and precise with excel

: N lent vocabulary and grammatical us-
: -above minimal requirements for cred- | s ‘

: ~Easily adapts language

‘ it age Easily adap guage and style

for different purposes.

. [ - Writing is adequate for freshman

Compstence 1s minimally sutficient for l level, though vocabulary 1s somewhat

credi. limited and minor errors in grammar
. are sometiqg(g_s‘);g,rlade.

. =
.
4 ‘. W

) N : -JWriting 1s sometimes unclear with
) Competence 1s slightly below minimal words occas'lonauy used i1nappro-
\ 9
requirements for credit. priately. Major: grammaucal errors are
, occasmnally made

!

\ . s

7 Writing often 1s incoherent and dis-
\ Competence 1s far be yw minimai re- jointed. Vocabulary is extremely lim-
quirements for credit. — ited, and major grammatical errors

N are oiten made.

and objective definitions related to the assessment ’area. The final stage would
X involve selecting objective indices or behaviors that relate to the experts’ cefini-
. tions of each level. If several experts are involved in setting standards, the objec-
tive indices or behaviors can be first generated independently by each expert and
then compared before a consensus 1S reached, Figure 1 presents an example of
the first two steps in this suggested process for the area of writing competence.
The definitions on the left are very general and could be adapted to fit a particular
assessment framework. The corregponding specific definitions on the right trans-
late the general defmtions into more objectnve terms related to writing compe-
tence.
For riatively common types of learning, such as writing competence, this
vefinitional process would be necessary only once. After good standards have
veen established, they can be appiied repeatedly to similar assessment problems.

A
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‘In many instances, however, the leaming claimed will be of & highly unique nature
and consequently standards will have to be established on an ad hoc basis. The
-same steps can be peﬂormed even if only one expert judge is involved. Making
standards explrcrt will, in fact, serve as a highly useful framework for structuring the
assessment procedure itseif. Weil-defined standards serve as the comerstone for
valtd and reliable_assessments, and in cases where dn ) assessment. procedure_is
not predetermmed or fixed, can serve as guidelines for developing.and conducting
. tha’ assessment prooedure There is, in addition, a {urther benefit to be derived
) from this process ‘From a student's point of view, feedback given in a framework of
' hrghly specific standards will be much more useful than feedback given in a very
general framework. Thus, the educative benefit of assessment will be enhanced as
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T/ a diréct outcome of a process designed to yield more consistent and valid 1udg-

C ments about learning. ' 7
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! THE ISSUE OF VALIDITY

E eI

In general terms \he validity of an instrument is regarded as the extent to which a
process or proce Vre is measuring what it purports to measure. In terms of as-
sessment validrty qan be thought of as the extent to which the assessment really
*  measures the student s true leamning experience as related to the criteria.estab-  *
Irshed Researchers in the fields of education and psychology have: distinguished
" five drfferent approaches to evaluating the validity of an assessment procedure.
: Predictive valldlty refers to the accuracy with which assessments can be used
{o predict Iater performance in a relatéd area. Predictive valrdatlon is of fairly
iimited usefulnoss in the context of experiential leaming. There may be situations,
however, whare an institution may wish to evaluate an assessment procedure, In
part, by how well the assessments agree with later performance in a closely allied
field. For example, an assessment procedure devised for awarding credit for a
prerequisite course could be evaluated by companng the assessments made with
measures of actual performance in the later course. < ’
: A second method is called concurrent valicity. and refers to a procedure
whereby a set of assessments 1s compared with a set of lmmedlately available
independent measures of the same learning. For example, an assessment proce-
dure could be evaluated on an experimental basis by comparing the average
assessment made for a group of students with a known and well-documented level
of competence in some specific area with the average assessment made for T
another group without such expertise. Such an approach could be used to evaluate
the usefulness of a performance test designed to maasure laboratory skills in
chemistry The average level of performance, as judged by experts, could be
compared for graduate students in chemistry and undergraduates without exten-
sive training. A large difference between the two groups in average performance
would “validate” the assessment procedure. ‘
Both predictive and concurrent validations are limited in usefulness because
of the requirement that groups of students be assessed for similar sets of compe-
tences. The more individualized the assessment for each student, the more difficuit
it becomes to- apply these empirical methods. .
A third approach to the validation of assessment procedures is referred to as
construct validity The construct validity of an assessment procedure can be
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'thought of as all the accumulated suppciting evidence for the usefulness of that
-prooedure. Construct validity is a long-rangs process that evaluates the theoretical

underpmnlngs of an.assessment device or procedure by examining the relation-
shlps between the assessments and other meastres which are thought to mea-

B _-sure-the same or-simi'ar sets of factors..Construct validation is a conceptual ‘

process used primarily to evaluate instrurents that purport to measure traits such
as- mtellzgence or personality factors. The program ot iesearch implied by the

»conoept of construct validation would probably apply in an active sense to only a

very Ilmlted number of institutions with very special capabilities and interests.
Construct validatlon comes into consideration in a differént way for a larger number
of mstntuttons In choosing an assessment procedure, or in setting up an assess-

-ment program the construct validity of various techniques and procedures used
‘would be an'important consideration. For instance, in deciding whether or not the

leaderless group discussion technigue should be used to assess managerial skills,
the- available evidence relating to the construct validity of the leaderless group
dlscussron for that purpose should be examined.

Contént validity is the fourth approach te validation and the most useful in the
present context. As a process, content validity involves a systematic examination

.of the assessment procedure to determine whether it is designed to elicit behaviors

or indices that ara relevant to the explicit standards established. Content validation
is almost always a judgmental process and should, if possible, be done by some-
one other than the expert responsible for devising the assessment procedure.
Ideally, several experts would evaluate the procodure from the point of view of
representativeness and comprehensiveness. One approach to the content valida-
tior: of an assessment procadure that may be helpful is first to develop a list of the
spetific objectives of an assessment. The content validity of a proposed assess-
ment procedure can then be evaluated by considering whether or not each of the
listed objecttves is met. -

A more elaborate version of the same idea would involve also breaking up the
assessment procedure into modular components. The assessment of writing com-
petence, for example, might be assessed through three separate documents: (1)a
log in which the student has recorded leaming experiences resulting from a spon-
sored work program, (2) an essay treating a general topic broadly related to the
work expenence, and (3) a report dealing with the history of an industry or profes-
sion closely related to the work experience.

A potential list of assessment objectives might include the evaluation of the
following specific areas:

vocabulary ) v
grammar*

ability to compare and contrast

narration

dialogue
.use of footnotes . .

A two-way configuration, as shown :n Figure 2, could then be used to evaluate the
content validity of the entire procedure. The entry in each cell could be a rating,
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. refigcting how well a given assessment component covers a given assessment
o obiec’dve. or'simply a check indicating whether or not a particular component
’ cOVers a certain objective. Use of this more elaborate procedure could be nelpful in ‘.
£ two ways “First, breaking up the assessment procedure focuses attention on the
-actual oqment of assessment and helps evaluators to avoid making unwarranted
assumptions or inferences. Second, the ratings (or chaecks) can be summed both
vertncally and horizontally. The vertical sums indicate how well each ob)ectuve is
‘ soovered by the' total assessment procedure, and the honzontal sums irdicate the
A overall usefulness of each assesstent component. Such information would be
e partrcularty helpful in revising an assessiment procedure. If certain critical objec- _
 tives were not being met, the assessment procedure could be extended to include ~
measurement of those objectives. On the other hand, some components of the
current assessment procedurs might be shown as adding very little to the mea-
N surement ‘of ObJGCtIVGu and could thus be eliminated.
v The. example given in Figure 2 shows that competence in writing dualogue is
nGt covered by any of the three methods. At this point a decision might be made to
I mclude a. fourth -writing sample, such as a short story, which would allow the
- student to demonstrate competence at wntrng dialogue. Breaking down the as-
sessment process in this way illustrates how the method of content validation can
be used to evaluate and revise an assessment procedure before it is even used. If
. certarn cntica. ob;ectuves were not belng covered by the assessment procedure, it
ko could be changed or extended. o
“There is one additional type of validity often discussed by measurement ex-
.perts, This is face validity, or the extent to which the assessment procedure ap-
pears, on its face, to be measuring what it is supposed to measure. For example,
. multiple-choic tests have been used to measure writing competence with consid-
erable success. The face validity of a multiple-choice test is not especially good,
hnwever because the task of choosing multple-cioice options does not appear to
be as higtily related to writing competence as, say, writing an essay: In this Eaa/
the essay woulcs have much better face validity than the multiple-choice test. As a
general rule-of-thumb for. applied measurement, face validity is always desirable.
Assessment procedures lacking face validity will inevitably be questioned by stu-
dents, especially those who do poorly Assessments with high. face validity tend to
create a more positive atmosphere. which may, in fact, result in more valid as-
sessments. g
Any assessment procedure is only a sample of what a siudent has ac-
complished or can accomplish. In order to ensure validity, it is the task of the
assessor to.make this sample as relevant and as representative as possible In
some cases the assessor may be limited as to degree of control over the sample ot |
performance or behavior. A product may be presented, for example, as an indica-
tion of a student's competence In some artistic or technical area. Even in thrs type
of case, however, assessment can be made more valid by taking into account the
context in which the product was created. Such assessments often use interviews
: as a way of gatning information about the context, and it is here that the assessor
: can lend some structure to the process to ensure representativeness and rele-
vance. ’ :
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- Figure 2 :
) Example of a Two-way Ta.?’le Used to Analyze Content Valiuity
. Assessment Objectives
Overall
. » ° Ability to Usefulness
. Comparo & of Eacly
Vocabulary Grammar Contrast Narration Dialogue Footnotes Component -
Log 2 2 1 3 0 0 e %’\-
. . g\
Essay ¢ 3 ® 3 3 0 0 0 @ 9 g
A} A . 3
Report 3 3 ‘2 0 0 3 1 §
‘ 7 3
Adequacy of Content - ) 8
for Each Objective 8 8 6 3 0 3 2
- 3-

Rating Scale: * .
. 3 Should provide information highly refated to assessment coisctive
2 Should provide seme information related o assessment objectiva.
1 Should provide very limited information related tc assessment objective.
0 Should provide.no information related to assessment objective.
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“RELIABILITY:OF ASSESSMENT

.. Ifvalidity describes how well an ‘assessment procedure measures what it is sup-
\ posed to.measure, then rehabxlurY can be said to describe how consistently an
. asse@ssment procedure measures what it is measuring.

‘ “Intuitively, the notion that judgments should be made on a consistent and
reluable basis seems necessary from the point of view of faimess to the student. if
the same’ mdivrdual is given widely varying assessments depending upon the
judge orthe assessment techmque used, one would surely question the basic
-equity. of the assessment system. The implications that reliability of judgment has
for.the validity of judgment may not be as obvious, however. As a general rule,
judgments can bg con..lster't without being valid, but judgments can never be valid
without being consistent. Reluabuhty is, in other words, a necessary but not suffi-
cient COndmon for validity.

g

What Factors Affect Reliability of Assessments?

ftis lmportant to recognize three major components in the assessment process,
each of which can contribute to ‘the unreliability of judgment: the task, the student,
and the assessor First, there is the “task” or assessment situation itself. A good
fllustration of an unreliable task is an oral test with oniy two or three questions.
Although i( is unlikely that such a test would be used in practice, the probability of
getting an accurate measure of competence from sutn a test is extremely low

. since the assessment result would probably depend heavily on _chance factors
related to whether or not the questions happen to hit areas with which the student
is familiar.

The second major component of the assessment process that can oontnbute
to the error in the overall assessment i1s the student, or person being assessed.
Despite their lack of relevance to actual kn. ywledge or compatence,, short-term
changes in mood, physical fatigue, and shifts in anxiety level are some of the
factors that could cause students’ performance to differ. -

The final component is, of course, the assessor. The assessor bnngs asztot
idiosyncratic standards, attitudes, and preferences that can lead to errors in as-
sessment. For ezlample, a rater with extremely harshétandards will make a dier-
ent assessment from a rater with very lenient standards. It is this last component
that concems us most directly. From the reseaich that has been done on the
consistency and accuracy with which assessors make ‘judgments, a variety of
specmc sources of error have been identitied. Some of the more nmportant sources
of error are as follows: , ; .

1. Lenlency or Harghness Error, Some assessors tend t¢ make judgments that

are, on the average, much more favorable or more lenient than judgments made by
. other assessors. Conversely. other assessors may make judgments that are con-
e sistently more unfavorable than the judgments of other assessors. These errors
; are sometimes referred to as lemency and harshness effects and are analogous to
the phenomencn that students in traditiona! seltr 3s enoounterm easy”or’ hard
graders

. Example. Over a period of six months two professors both evaluate indepen:

~
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dent reports submitted by 30 students seeking academic (‘fedtl for a prior
Ieaming exparience. Professor A grants credit to 27 of the students, but Pro-
- fessor B grants credit to only 8 siudents. The assessments are inconsistent
ttecause Professor A clearly has more lenient standards than Pr({fessor B.

P 2. Erron of Central Tencency. Many.assessors are reluctant to commit them-
setves one wzy or the other and as a consequence tend to make most ratings near
the avorago or center of a scale. This type ‘of error, often referred to as the error of
‘oertral tendencv. Ie pamcutarty troublesome in situations whare some discrimina-
tion among individuals i in a groupis needed. In the individual assessment situation,
errors ot central tendency will result in“a’lack of discrimination and tower relizbility
and validaty

Example A panel assessment procedure involving four judges is used to i
evaluate the_competence of five different students at piano. Threa of the
judges agree perfectly-and rate two of the students “"below standard,” two
"outstandmg." and one “adequate.” Thé fourth judge, who is less expei-
enced “played it safe" and rated ali five students “adequate.” In doing so, he
failed to disériminate among levels of student performance:

\ hlo Eﬂoct ln situations where a student is being assessed in several different
speciﬁc areas, a favorable overall impression may result in unjustifiably favorable
judgments in ali areas. This type of errar s often referred to as the “halo” effect
atthough the reverse can also occur. That is, an unfavorable overall impression
can rgsult in unjustifiably unfavorable judgments in specific areas.

Example A highly articulate, personable student presents three short stories

2 for academic credit in English. Two professors evaluate the stories. Professor

A has known the student informally for about a year and considers her highly

_<Intelligent. Professor B has never met the student. Professor A judges:the

, stories to be of acceptable quality for credit, but Professor B does not. Qne

'possible explanation fof the disagreement is that the halo effect caused Pro-
fessor A to rate the.stories too high.

4, lnttlal impressions. An zrror similar to the halo effect can result from the initial
impresston an assessor nas of a student. In some situations it has been shown that
a'favorable or unfavorable mitial impression will unjustifiably affect later judgments
of specific ‘aspects of performance. ~J

Example. A student -about {0 be interviewed about his travel experiences
ignores the assessor's outstretched hand and takes a seat. The interview is
conducted, and the assessor decides not to award credit. The unfavorable
initial impression made by the student may have caused the assessor to adopt
harder standards than’would usually be the case.

5. Stereotypes. Strongly neld attitudes or beliefs can cause misperception and
error in judgment. A good example is the Judgs who 1s influenced by a stereotype of
members of a particular class or group. It should be pointed out that such errors
may be favorable or unfavorable to the student depending on the kind of
stereotype held.




~

Example. A 65-year-old wothan and a 25-year-old man both submit reports
based on similar work expangnce. Though the reports are equivalent in qual-
ity, the man is awarded more credit. The difference in judgments nught have
been caused by stereotypos ﬁsld regarding clder women.

6. Contrast Effect. The quality of the studer:t who was rated previously will often
affect judgment. An average stude}lt may tend to receive lower than average
ratings if the previous student was ox\ts&andmg and higher than average ratings if
the previous student was poor. Thistype of error has been referred to as the
contrast effect.

Example. An assessor intervivv.2.two students successively regarding similar
work experiences. The first studen! gives extremely evasive, vague answers
about the experience and seems generally unable to articulate any leaming
outcomes. The second student describes the experience and states learning
adequately. The first student is judged to be “well below standard,” but the
second student is judged “outstanding even though on an absolute basis the

interview performance was only adequate. %

7. Simtlarity of Background. The degree of similanity between a judge and the
person being assessed with respect to background, attitudes, and ethnic group
has been shown to affect judgments, with greater similanty tending to produce
more favorable judgments.

Example. Two students, one black and one white, are both interviewed by
one black and one white assessor. The black assessor rates the biack student
“outstanding” and the white student ‘average. ' The white assessor rate: the
black student “average” and the white student 'outstanding.” The discrep-
ancy might be explained by the similanty or difference between assessors and
students.

In addition to these specific classes of errors, other factors can affect the
consistency and accvracy of judgment. It has been shown empincally and dem-
onstrated theoretically, for example, that the average of several assessors’ ratings
1s more reliable than the ratings of one assessor. This seems lo make sense
intuittvely when the vanous sources of error descnbed above are considered. Most
of these are idiosyncratic or unique for a given assessor The advantage of having
several assessors or judges is that many of these errors will cancel each other out
and thus produce more accurate or reliabie ratings.

Another source of error may be found in the transitign from observation to
judgment, particularly «f no systematic recording system has been used. Some
studies have shown. for example, that an assessor's ubility to recall specific infor-
mation from an unstructured interview 1S often quite poor. Judgments may as a
consequence be based on erroneous or irrekevant information.

Reducing Error

Error in an assessment process can never be completely ehminated. but research
has shown that errors can be reduced. Most of the errors described above become
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‘less serious as criterion standards become more explicit and objectively defined.
The exphcn definitions help to focus the assessor’s attention on the specific com-
petence being assessed and help to reduce conjecture and inference that may be
based on irrelevant factors. A lechnique’ ‘that can go a long way toward improving
,assessment if used oorrectly. is to provide assessors with devices to aid observa-
tion; such as rating scales or checklists. Rating scales, if properly constructed, can
serve both as a translation cf criterion standards into objective behavioral terms
. and as a- systematic aid in recording cbservations. A rating scale will only be
worthwhile, however, to the extent that it helps clarity the criterion standards and
focuses the attention of the assessor on specific, relevant evidence.

; ' Figure 3

Example of an Overly General Rating Scale

OUTSTANDING

AVERAGE -5

|
w
ar

POOR

I

A very general raling scale such as that presented in Figure 3 will clearly not
accomplish these purposec. The terms outstanding, average,” and poor ‘are
too goneral and unrelated to criterion standards to be of much help. A more usefu

. approach Is presented in Figure 4. Here the points of the scale, particularly the
N critical points, have been anchored by clear verbal descriptions related to the
criterion standards described earlier in Figure 1. In addition, Haha .;oral examp:es
help to define the scale more fully. Rating scales of this type are referred o as
behaviorally-anchored rating scales and can be developed in situatiofis where
criterion standards are explicitly defined.? The general definiions on the nght hand
side of thls scale should follow directly from the gstabhshed critenion standards.
Specific behaviors should be generated and scaled by experts in the relevant
subject-matter area. Behaviorally-anchored rating scales can be quite useful
where relatively complex performance is being observed. asin a group Jdiscusson.
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Id bo to ensure that assessors are opetating wilhin a con.non framework of
valubs and critaia.

EVALUATION OF ASSESSMENT

The pariodic avaluation of assessment should be a permanent feature of any
dssessment program, but evaluation. of assassment procedures should aiso be
made whenever a new procadure s daveioped of revised In all cases a staff
membaos of consultant with some experfise ir» educationa and psychoiogica mea
suremant should monitot the evaiuation. ¥ this .s not poss.ae, books such as thpse
raferenced at the end of this chapter shouid be consulted. Following ara exampies
of some approaches thet might be laker 1o the estimatiu:. of reliability and validity
of assassmant.

Assessing Reliabliity of Assessment

1. Rellabliity of Overall Asseasment Procedure. As statec earber, .nconsistency .

of etror in the assessment procass ¢an anse fron. the assessor, the student, ot the
assessment lask or siduabor Belore attemping to sepatate these separate
souces of eror, an evaluation should be made of the renablity of ...e overafl
assessment procedure ! rebabdity .5 adequate. 1 may nol be necessary 10 inves-
gale sources of error

The key to reliabhity estimatior: .5 i oblanng twe ot more independent as-
sessmanis for a san.ple of students 7. be rehabie the extent of agresment among
ndependent assessments shoud be hgh Obtaming .ndepende. : assassments
might ba relatively easy for products o wridten malena., but can be quis expensive
for intervigws or performance assessment. An nterview of perormance wouid
have to bo repested vtk a dfferent eapert o1 set of experts lo obta:n independent
judgments Although dificult. 4.5 usually possibig to carry oul such procedures on
an exparimenta: bas.s A random sampie of students couid be Nerviewed twice by
different assessors, for exampie !' s inportant to keeo n mnd that the entre
assgssment procedute mus! be repaaied .ndependently n order 1o obtan an actu-
ale estimate of assessmens :enablty A product, lor exampse, might be assessed
by first interviewing a studert for background .~lormation and then making a pdg-
ment Bolh the nterview and the judgment shourd be done indepandently by a
second expart il reliability of the entre pr ure s 10 be estmated

2. Rellabillty of Judges. ir xdet & eslimale the resabily of Rach polentia source
of error, it 15 necassary o hod the other sources constant «n sbme way Thus, the
refiabiity of pudges car. be assessed vy ! the sources of error dus to students and
tha lask can be controlied Rebatwiny of juigments oblained lrom iterviews canbe
estimated by hawng wo of more uoges present duning (he same nlerview. ot by
having diflerent udges make assessments of the same set of taped o viceotaped
mterviews Sumular procedures could be used tur perdormance assesoment For
products and wrilter matena., a s8! o! sampie malenas couid be evaiualed by
different judges . ore mnlarviews are empoyed as an adjunct. lranscnpts or
recordings of the inter. ews could be made availabie to the udges
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3. Task Retlabllity. In situations where a struclured task is involved, it is often
possible to estimate the_rekanikty of the task, apart from other sources of emor
With some assessment proceowtes, it may be possible to séparate a given perfor-
‘rpance,.interview, or simulation task tnto “parallel” parts—parts of equal difficulty
. thatmeasure approximately the same things. A high degree of agreement between
. scores of judgments formed on the basts of performance of the two paralle! parts
m?ul’d indicate good internal consistency of the assassment procedure This might

be.done, for example, with a performance test consisting of two separately timed
" parallefl pars® .

4. Roliabllity of Student Performance. Estimating reliability of student petrfor-
. mance is: perhaps the most difficutt source of error to isolaie since it requires
obtaining samples of performance, products, or written maierial on two or more
separate occasions. It may be quite difficull to keep the different assessments
independent in the sense required. Students rmay repeat aspects of a performance
or answars to a senes of questori~ because they remember their behavior on the
previous occasions, or it may simply be inappropriate to repeat the same interview
.or performance assessment. Because of this type of problem, it is often necassary
to resort to parallel tasks and to design a study that separates error dud to sfudent
-unreliability from error due to task unrehability A problem is also encountered with
products.and wntten matenal, particularly where one unique item Is being asses-"
sed. |l may not be possible for the student to “repeat” the periormance, in any true
. sense. Although assessment error due 1o student unreliablity is often difficult to

assess, it is atso probably less froublesome than judge or task reliability

’

5. Separating Sources of Error Statistlcally. In special cases it may he possible
to separate sources of unrehability and dentify the magnitude of error in each
source. Normally, this would require a very carelully planned experiment in which
students, judges, and sublasks are sampled on a systematic basis A statistical
procedure, known as analysis of vanance, can then be used to break up and
1solate the Sources of error in assessment. An expert with a thorough knowledge of
expenmental design and statistics should be .nvolved in the planning of such an
experiment.

Assessing the Validity of Assessment

Evaluating the vahdity of an assessment procedure alsc requires the establish-
ment of special expenments or data collection procedures Inone sense, validation
can be thobght of as a vanficahon process in that the results of assessmerd are
venfied with informatien: relating to the competence or knowledge measured
Following are some exampies of approaches to vakdating assessment proce-
dures. .

1. Predictive Valldity. in cases where credit is assigned for a prerequisite, it may '
be possible to design an expenment where students would be rated as to their
readiness for taking an advanced course by a given assessment procedure For
experimental purposes a sample of students could be aliowed 1o enter the ad-
vanced course regardiess of the rating they obtained .in the assessment The
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5assessmeht ratings oould then be correlated with ddvanced course performance.

2. concurrcnt Valldlty it would be possible to choose a sample of students
~rangmg oonsiderably in documented leaming experiences in a given area. An
assgssment pracedure could then be used to measure the leaming or competence
of each student withiout making this evidence available to the judges. The results of
the. asseéssments-could then be compared with the documented evidence. This
method might be appropriate for an oral test or a performance test and would be
particularly appropnate for product assessment. It would clearly not be appropriate
for an interview, when one of the functions of the interview is obtaining information
-about leaming experiences.

3. Content Validity. An empmcal approach {o content validity can be taken by
having two independent teams of experts devise an assessment procedure given
the same set of initial criterion standards. A sample of students could then be
assesséd with each procedure, and the overall assessments obt~'ned with each
pracedure could be related. A high retationship would indicate content validity for
both pracedures.

‘4. Special Investigations of Accuracy. For some procedures, such as inter-
views, it may ngrmally be very expensive to check into the accuracy of all the
information obtained from a student during an assessment intervizw. However, it
would be possible on an experimental basis to use extensive checking procedures
and thereby obtain an estimate of the accuracy of information obtained durlng the
interview.

~

AN

Judgmental Assessment of Assessment

In order for assessment to be judged without conducting an actua: expenmental
study, it is first necessary that a very careful documentation be made of the entire
assessment process Whether the procedure is a highly structured pedormance
test or an unstructured interview, this documentation means that criterion stan-
dards should be written out, a plan for evaiuation should be explicitly written, and
+ow the plan for evaluatlon relates to the critenion standards should be made
exphc:t For interviews and performance assessment, electronic recording plus
some written ra¢ rd of observation should be made. Finally, the assessor should
state how the decision or final overall judgment relates to the cbservations and
criterion standards Given such a systematic record of an assessmeﬁt procedurs, it
is possible to have several experts judgmentally assess the internal consnstency of
the assessment and the relevance of the final judgment. The experts assessmg the
assessment should include at lsast one expert in the content area ziu at least one

expert in measurement.

RECOMMENDED BASIC STEPS FOR CONDUCTING ASSESSMENTS

What follows is an attempt to summarize in a generatl way a set of basic steps for
improving assessment applicable at different levels to any assessment sttuation. In
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devaloping, revising, and.monitoring an assessment procedure, it will be neces-
sary to inyolve several different points of view—that of the expert in a specific
substantwe area, that.of the expert in the methods and problems of assessment,
and that of the students who will be assessed.

P 1. Establish clear criterion standards. This should be done in explicit, observ-
able terms that have a clear meaning for both the assessor and the stu-

dent.
a. Bbgin with general definitions of competence or leaming that can be
applied to all fields. N

_ -—b. Define specific learning outcomes that should be assessed.

vc. Write definitions that can be specifically applied to the area of leaming
in which e sfudent is sesking credit.
d. ldentify critical behaviors or indices that relate to different levels of
competence or leaming. This is particularly important when the as-
sessment can lead to varying numbers of credits.

2. Select and structure an assessment procedure that will elicit a sample of
observable behaviors, indices, or other evidence representative of the
criterion standards. -

,' a. First determine whether the proposed assessment procedure is content
valid. Use a systematic approach (such as that illustrated in Figure 2).
b. Revise and extend the procedﬂFe as necessary to ensure that all imgor-
tant objectives are covered.
3. Plan the administralion of assessment.

a. If more than one assessment task or modular component is used, the
% _order in which these components are administered should be specified.

b. Make sure that instructions for both students and assessors are clear.

¢. Make sure that provisions are made for the required space, time, and
equipment.

d. Choose. assessors carefully and make sure that they understand the
procedurss fully. .

e. Provide for recording of observations electronically, through rating
scales, ‘checklists, or detailed note-taking.

f. If possible, try out the assessment method with one or more students.
The tryout could involve an actual student or could utilize role-playing

techniques. R .
g. Based on the tryout, revise and make final procedures for administra-
tion.

4. Ensure that Judgments are based on what has been observed.
a. Try to have at least two assessors.

b. Familianze assessors w:th cammon types of errors made in assess-
ment.

¢. Provide assessors with observational aids such as rating scales or
checklists.
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; f o \d.‘ Establish the requirement that-all assessors describe in a brief written
A _ report the abservations they made and how those observations relate to
N " their assessment of the student’s competence or learning.

5. Record and report the results of assessment

a. Scores should be reported in oermanent records, including student rec-
ords and those designed for data collection, research, and reporting

e

. Set up procedures for reporting and interpreting test results to students,
.which would include: )

' (1) & written report to the student contammg score intetpretations.
@) aninterview covering |nterpretat|on diagnosis of leaming problems,
and suggestions for further study or practice on performance skills.

weheracoross
o

t

T

o

. Momtor assessment procedures.

a. Detailed records and reports can serve as mths for evaluating the
eﬂect:veness of assessment. Someucne with methodological experience

e ii and expertise in assessment should periodically monitor such records .
Lt to determine whether problems exist and,.if so, what can be done to
; ) correct them.

' , b. A second monitoring procedure would mvolve having a methodological
expert directly observe assessmsnts. Direct,observation may suggest

problems not discernible through written reparts. .

¢. A more elaborate procedure for monitoring assessment would involve
conducting ernpirical studies of reliability and validity, such as those
suggested in the preceding section.

Fa
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. ' " » The Interview and Related Procedures

Judith Pendergrass, Jane Porter Stutz, and Richard Reilly

Of the four specific techniques discussed in this Handbook, the Interview and its
variants are perhaps the most commanly used for the assessment of expenential
learning. )

When an‘interview or, for that matter, any measurement technique is part of
the assessment process, its exact functions depend upon the institution where it is
to be used and can be consideﬁakd only in the context of institutional goals. Thus,
the purpose of an assessment interview at one college may be quite different from
the purpose of a similar interview at another institution. Similarly, the suggestions
offered laterin this chapter for conducting an interview or other assessment will be
applicable at some institutions and not others, and within a single institution in
some situations and not others. Itis not the intention of this chapter to dictate what
the purpose of an assessment technique should be, but rather to describe some
functions that such assessment might serve and to provide some common-sense
hints that may prove useful in assessment. It must be left to an individual institution
to determine what is appropriate in its particutar case. . -

FUNCTIONS OF THE INTERVIEW ,

Some functions of interviews that relate to but do not actually constitute asaess-
ment are

¢ obtaining information -
e communicating information

¢ influencing or changing behavior

¢ diagnosing problems

o verifying documentation

For example, the exploratory interview is often used at insttutic. that credit
experiential learning to gather information about a student's background, interests,
goals, etc , from which options can be suggested that the student may follow. In
this type of situation the interviewer may be said in some vagu. sens~ to be
“assessing” the student, but such an interview does not constitute assessment in
the sénse of measuring a specific learning outcome in terms of what it 1s worth
toward a college degree The exploratory interview can be considered one type of
“counseling interview,” and interviews of this sort—in ‘which progress Is discussed
and options suggested—may be employed throughout the student's college
career Counseling interviews may also be used to prepare a student for a panel
interview or other assessment or in some way to influence a student's behavior.

A very common yse of the interview is ‘erification of documentation, which 1s
not assessment in the strict sense. If, for example, a student brings in a letter of
reference, the interviewer usually asks some questions about the experience refer-
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7éd to in the letter. In this case, there is no product or performance to be assessed
directly;.there is merely description. _

: Intervip\&ina for diagnostic purposes.is also common in education. Onz exam-
plé is the holistic interview conducted to determine wt ather there are gaps in a

- student's, education. A counseling interview that results in rgcoinmendations for

next steps s also, in a sense, diagnostic. X

. - In terms of assessment Jhrough oral procedures—the focus of this chapter—
the Interview functions suggested so far are secondary. The primary function of an
assessment interview. is to obtain information or evidence So that a well-informed
juc}gmqh; can be made regarding & student’s competence or knowledge. An oral
procedure inay-be used to assess knowledge or skills directly, asinan or | @Xami-

. .pation; or to supplement another means of assessment, as in the case in wWhich an
- interview provides hackground and context for assessment of a product such as a

- short story or-a musica! composition. .
-Many of the hpndreds of research studies that have been done over the years
have concluded that interviews, particularly unstructured interviews, lack reliability
and validity, It is encouraging to note, therefore, that the CAEL validation® study of
-assessment interviews reported both reliability and validity at acceptable levels. In
« Driefthis study found that there was si‘bstantial.agreement (reliability) between an

R interviewer's and an observer's judgments of an interviewee’s counseling compe-
{‘,,3’ tence. Moreover, there was a significant relationship (validity) between assess-
b 3 Mentg made with the interview and independent assessments made with a role-
! s playing technique. These results provide perhaps the first systematic research

TEE S Y

P TP

’

g D

T
@

evidence to support the use of interviews to assess experiential learning. ~

TYPES OF ASSESSMENT INTERVIEWS? .

Aninterview can be defined as an oral exchange between two or more people that
differs from an ordinary conversation in that there is some structure, there is a goal
or purpose, and the roles of the participants are clearly defined. Four more or less
distinct types of assessment interviews can be identified: the oral examination, the
one-to-one .interview, the panel interview, and the leaderle ss group discussion,
within @ach of which a range of structure is possible.

In @ach case, a detailed schedule may be drawn up for conducting the as-
sessment, or a list of discussion topics may be used, Many institutions dtilizing,
these techniques employ the whole range, determining the amount of structure
necessary on the basis of the knowledge to be measured, the evaluator's wishes,
and the skills of the individual student. Consequently, variation in specificity of

. detail exists among the four types of interview techniques as well as in the ways

* .that institutions design them for the evaluation of a particula: competence.
Oral Examination. An oral examination 1s an interview, usuaily highly structured,
in which questions are planned in advance and relate directly to the competence
being assessed. Often preset standards determine the assessment dacision re-

1See Warren W. Wiingham and Associates, The CAEL Vasdaton Report, Chapter IV.

sFor another dscuss.on of types of interviews used for W.s500 A Co ; fium of A Teci mques by Joan
Knspp and Amigl Sharon -




gardlng ‘the- students competance. Oral examinations are used in fi elds like
medtcine to: deiotmine certification and ||censlng, and in fields_like counsehng.

lwhere mterpersonal competence is assessed, The oral examination is a relatuvely
,‘objechve demonstratlor. of competence or know!edge It provides an opportunity

for.the examlner(s) 10 ask for clanﬁcatuon or ]ustnﬁcataon or to judge the manner
and content of the réply to a direct question, and it has great potential for use in

~con]unction with. performance testing. The major disadvantage of the oral exam is

that it Is txme-consumlng and costly (compared to a group paper-and-pencil exan;.

.Om-to-Ooo lntorvlew. When ons interviewer questions one student, ths.inter-
tvlewer can devote full attentlon to a single individual and can, in some cases, adapt
«the questoorﬁng (style, technique; and content)-accordingly. Therg is a range of

structure in one-to-one intervigws. A very gtructured interview. makes use of a
"schedule"-—a I|st of speclflcquestaons to be asked in a predetermined order.mn a
semlstructured mtervuew, the interviewer knows exactly what information is re-

.. qurred but Vanes the wordlng and sequence of questicns for maximum effective-

ness with- Individual. students, In the least structured one-to-one interview, the
g mterviewer determines in advance the areas or topics to be covered but varies the-
‘questlons ‘with~the spaclific situation. Since-interviews ‘are’ dependent-to some .

exten\ upon personality, they are less reliable than other forms of :assessment;

. Obviously. structured interviews are more reliable than unstructured interviews. An
. advantage ofthe one-to-ong interview is that it may require relatavely little prepara-
_ tion compared with other procedures. The disadvantages are, agaln the cost and

the time required. Many experiential learning situations, ranging from foreign travel
to volunteer commumty work, lend themselves to assessment by one -to-one inter-

views, ¥ : * s

Panel Interview. In a panel interview, several interviewers_question a single sfu-
dent during one session. This is, of course, less time-consuming for the inter-
viewes than being interviewed by each examiner separately, and the interviewers
can benefit collectively from each other's questions and group discussion. The

.panel interview can also serve as a simulation of a situation where the individual

must account to a group. On the other hand, tHe panel interview is subject tn
"contamination™; i.e., interviewers' comments angd questions may influence each
other's views and lead them to a different evaluation from one that they would have
arrived at individually, The parel members also need to take care that the interview
does not.become a “trial by jury.” Finally, the paqel interview may be especially
anxiety-producing for the student; althqugh this may'be an advantage if the compe-
tence io be assessed invoives ability t%gt\or think Jnder stress, normally students
can be asseSsed best if they are at eass:

Leaderless Group Discussion. In this type ot oral assessment several
examinees are asked as a group to carryon a dlSCUSSlOﬂ while the examiner(s)
observe. No leader-s appointed, and the examiners do not enter tha discussion.
The leaderless group discussion (LGD) is often uséd to assess competences
related to leadership skills. As with other oral techriques, there is a range of
structure possible within LDGs. At one extreme, a very general topic may be
presented for discussion, at the ather exireme, each participant may be given
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detalled background information and asked to play a specific role. The advantages
of the LGD are that it can elicit a type of interpérsonal behavior with peers that is
not readily.ohservable in other formats, and it can provide a direct learning experi-
ence.and feedback for the student. The disadvantages are that the ‘amount of
stm\,ture that can be.imposed is limited, and as a result the validity and reliability
are also limited. Furthermore, several assessors are needed.

DEVELOPING THE INTERVIEW

Key Steps ]

I

This section offers, spec:ﬁc recommendations for the development of the interview
itselt3 in‘each case, the recommendations are fairly elaborate and assume exten-
st resources. in terms of personnel and time. It is recognized, however, that
resources are often quite limited and that it may not always be desirable or feasible
to carry out all of ti:2 steps. Each of the suggested steps will usually have to be
considered in lighi of the assessment problem and the existing resources. Carrying
outali of the steps would be especially desirable for assessment situations that are

hkely to be repeated many times.

1 Establish Criterion Standards and Determine Appropriate Levels. The fxrst
two steps in the development of an assessment interview are common to each of
the specific procedures and essentially involve the establishing of criterion stan-
dards discussed in Chapter II. That1s, the experts should first determine the levels
of competence in the specific area to be assessed by writing fairly objective defini-
tions (as in Figure 1) and then, as a second step, should define those levels in
objective observable terms. These two steps wili then gutde the development of
the complete interview,

2. Develop the Content. Once cnitenon standards have been established and
explictly defined, the interview schedule itself should be drawn up Questiors
should be designed so that they are directly related to the cnferion standards A
representative sampling of questions should be developed to cover the subject
matter. Questions may be of varying difficulty and should be arranged, systemat
ically, such as moving from the easier to the more difficult ones.

I3
‘4

3. Develop Observational and Recording Procedures. A procedure for record-
ing and rating students responses must be developed in advance of the adminis-
tration of the procedure. A rating scale or checklist, with space provided for com
ments, may prove to be most useful. The _se of such a recording instrument is
espectally imporiant n a leaderless group discusston. Behaviorally anchored rat-
ing scales, such as the one presented in Figure 4, could be developed or checklists

. of behaviors could be prepared. In each case, the rating scale should be closely

tied to the criterion standards.

3o« 8 dotaned discussion of &veww £11n1BIVIBW k1 8SSESSING KMEIPEI5URG akiS 500 Pau Breen. Thumas F Donlon,
and Urban Wintaker, Teacng and Assessing interpéssunai Competenue A CAEL Handbook, Chapter Vil
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.4 Ttyout, Evaluatlon, and Revlslon All questions, materials, and rating scalés
should be tried out with a small sample of students and more than one judge. This
I wall allow ambigu:tles to be cleared up and unriecessary questions dropped. Of
' course, as has been mentioned, an elaborate try-out procedure may be impossi-

. ble. In: -general, howevertsome. attempt should be made to determine if the as-
o sessment process elicits responses that are adequate as well as relevant to the
% . critefion stzmdards

W .5, Dovclopmont of Final Products. A final set of questions or discussion topics,
. -guidelines foradmlmstratuon and a recording form should be produced. in the case
Q ‘£ ‘ ofa leadarless g group discussion, a set of background matenals for students shouid
o b%”nc!uded .

Dulgnmg The lnterview Schedule

o Embllshing Content and Criterion Standards. First, the persons re.,pons-ble
v for Jdesigning the schedule must determine the categones of knowledge and skilf
S fundamental to the area of learning to be assessed. In some institutions several ,
! consultants in the field may aid in this process, and the responsibility for complet-
- . ing the interview schedule itself may be given to a member of a speciai assess-
s ment staff or to another faculty member. This approach is particularly'.common in
;. casés.in which rather structured schedules are being developed or several

evaluators will be using a particular schedule over a period of time.
For example, in developing the interview for measuring leadership skil for a
volunteer organization (included at the end of this chapter), consultants identified
twelve such categories. Although these categories differ somewhat in scope, eaé
‘is actually composed of several facets, and it is important that the questions used
within the interview be designed to cover some but not necessarily all of the
subcomponents in each of the categories. Although there are not required answers
. that are necessary to demonstrate competence in the area, the student should
T possess two abilities that cut across all twelve subjects. These are the ability to
analyze behaviors and the reasons for them and the ability to compare organiza-
tions and activities in order to determine the generalizability of the knowledge
. gained. It is important to note at this point that such an interviaw 1s designed not to
validate the student’s participation in set of expenences, but rather to assess the
cutcomes of those experiences.
Following agreement on the basic categones of krowledge and skills, a
specific set of criterion standards 1s derived that will later serve as the ba:is of a )
rating scale to be used during the administration of the interview itself. For exam- -,
ple, consultants .derived the following standards for leadership competence i ’
¢ volunteer organizations. A studant should:

! 1. Understand and apply the goal-setting proces. , understand the organiza-
— tion's goals and evaluate them in setting prionities. - :
2. Understand and apply the processes of organizing new organizations and
maintaining established ones, evaluate similarities and differences be-
; tween the two types of processes.

3. Understand the structure of the organization and apply this knowledge by




analyzing and maintaining the relationsh:p between the structure ai ? the
organization’s goals and central identity.

4. Understand the use of a constitution and its effects on the directions taken
by the organization; understand most provisions of this organization's
constitution, if any.

5. Understand own leadership style and skills and apply this knowledge ina
variety of situations within the organization, and evaluate outcomes.

6. Understand the organization’s sources of revenue "and fiscal manage-
ment processes; apply this knowledge in determining and evaluating al-
temate sources of revenue and accompanying management techniques.

7. Understand’the role of various types of communications in performing
. leadership tunctions and apply this knowledge in-analyzing their varia-
Jlions in diiferent organizations; evaluate own use of communications
skills.in relation to a specific organization.
8. Understand, apply, and evaluate the value and techniques of using public
communications media in achieving an organization’s goals.
8. Undsrstand a vanety of sources of information and community resources
] and appiy this knowledge in locating and evaluating them in order o
‘ complete a task.

10. Understand sources of decision making extemal to the organization and
apply this understanding by analyzing the relationship established be-
tween them and the organization.

11. Understand the civic arenas in which volunteer organizations may oper-
ate and apply this knowledge by analyzing the arena in which this organi-
zation operated and one's own role in being responsive to that arena.
12. Undsrstand and apply the techniques of supervising volunteer and paid

staffs. -

-

Determining Appropriateness of Interview Technique. The next step Is to de-
cide whethar the tnterview Is an appropnate assessment technique for méasuring
a particular body of knowledge. This determination should be made n light of the
criterion standards that have been established. An interview alone may be
adequate to assess the competence, though in some cases an additional method,
such as a product assessment, should be used.

The mnterview 1s especially useful in measurning knowledge of leadership
techniques tecause problem-solving situations may be posed to determine the
generalizability of the knowledge. The interview also allows the assessor to ‘aocus
the interview on special areas of competence as they surface during the course of
the interview. Frequently the specific direction cannot be fully anticipated before
the interviewer and student become acquamnted and the interviewer becomes more
fully informed of the student's experiences.

Furthermore, the affective dimension of the competence area is a significant
one to measure since it frequently plays a substantal role in determining the
direction that a ieader of an organization chooses to take and the result of s or
her endeavors. The interview 15 par.cularly effective in evaluating a student’s
values and attitudes
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Deveioping the Question” Series. Next a set of questions—the interview
-+ ~schedule=is drawn up for use In measurng the knowledgé and skill being claimed
w 1 by the'stident. Using a'somewhat structured schedule alds in achieving corisls-

tency among the interviewers who will be assessing the competence. It also pro-
motes more thorough coverage of the subject as well as similar treatment of all

- ] ‘students claiming ttis knowledge. In many cases time and cost prohibit the de-
.. »velopment of a complete stheduls.

T« - 'Indeveloping the schedule'it is asssntial to work within the confines dictated
i by-the: criterior “standards. Each category should aiso be covered thoroughly,
e .8lthough it IS not necessary to separate questions by categories of knowledge. It
a - 'may sometimes be preferable to design questions that touch on several compo-

o nepts at once. This has the advantage of allowing the student to demonstrate
*{ "+ understanding of the relationships among various facels cf the compstence,

. - -Following the development of the schedule, a -ating scale should be designed

, that !s\'teésbd‘oﬁ the criterion standards as well as.the schedule niself. An example

'\; is Included at the end of this chapter. The scale should be easy lo comgplete and

N qséﬁfui in‘ifuaking final credit recommendations. Space should be aliowed for com-
S omedts,
. Y

P ‘Key Questions for l!se In Interviewlng. The {ollowing types of questions may
: prove particularly appropriate for measuring expetiential leaming. Jn general thess
questions emphasize the Importance of the student's articulation of the knowiledge
R she or he has gained. Though similar questions could well be used for evaluating
more classic acaddémic areas, adjustments should be made in order to sotictt fawer
personal perspectives and more specific information. In this case the rangse of
accepiable responsas would not be as great. Questions may require the stucent
, to: ) S '

1. Recall activities and evaluate their priority and value.

2. Analyze issues In a given dimension and evaluate his or her abifity 1o deal
. . with them,

3, Draw comparisans among experiences.

4 Use hypothetical situations to demonstrate problem-solving skill within a
given context.

. 5 Identity trends or systematic changes in his or her actions as welil as the
g reason for them,

" . 6 AnalyZe his or her own strengths and weaknesses with regard to specific
" . situations or sets of behavior.

. 7. Analyze his or her basic Operating style.

Y. 8. Identity theories that are consciously being applied ,
Lo Reviewling for Content Valldity. Firaily, 8 & mtersiew schedwe should be
? examined for content validity, ideally by the conswultants who first served in s
. formation as well as by other experts in the area. This allows the shiution to
. check to be sure that the judgments of the nitia} subject-matier experts have been
malintained It is also beneficial to test the instrument with persons who have fresh
perspectives In many cases the interviewer will be the sole sut »ct-matter expest
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jnyolved in dosgning and agmimsienng tha schaduie. but 1.5 st most desrable o
have ancihar person oxpanenced © the field review thg schedule belore 1 & pu!
into froquont use

-

CONDUCTING THE INTERVIEW
Preparation .

Tho first slep 1n prepanng foe an assessmant infervaw S ihe genthcabon of the
assassor. kaally, the nteriowset should have expart knowladge o the field as well
as inlerviswing expenence Some mstlutions use a par o7 8 wam of nlaevigwors
in witch both subjec-mattes 9xparise and ntemowing shills ara rapresented Of
course, the “igaal stuaton v ol usually at hand, but the porsan who condusnts
the iterview should in any case be coopetative, ilexo, toletant of different ands
of unique.expenances, and wling {0 use guidatines (For suggestions on identity-
ing psople with subject-matier axperuse. see Chapter 1} )

Priot o 1ho itan aw dsed, it s degrable for the inlsiviewer and thg a550SSed
10 mest each other. ot it 1hal 55 nol possible. to walk on iha tolophone The bast
pusposo of this conversation © to famihanze the assessar with the stucant's sdua-
tisn and to gve the student an ovarview of whal can ba expected dunng the
assessmant In adeRon cnieron slandards Can ba agreed upen at this ime and
the areas to be covered can Da explaingdd 50 that the student can rofloct on topCs
ho of she wishis [o nciude i responses The approach oftan produces marng
thotough answers whie resanang the elgments of fresh qveshgaton and analys:s
of knewiadge for 1he interview dseit Some nterviewers also choose 1o Gstuss the
ratipg scale This Mopbng Delore thg interuew gives he assassor and the student
a chance lo bacoms acquacled, of only buefly arg can seve 10 teduce the
studont's anualy al the bmy of Ihe assessment A IS bme he detads of bme
glace, and langth of the, intervigw can alst ba finabzed

Prainlaviow preparalion for 1og 85505501 nvolves planmng the intgrwaw and
adjusting the lgnagw schedule 1o e parcuiac student s sduabon For example
o ihvycase of the leadershp competence schadu’e cdiscussed eariier the ponopat
organzal:on(s) s whech the shudent has parvapaled should be retiected thiough-
out the intensaw  Thrs may necossdale the adgton of some specitc lerms of
nformation W somg of the questons This prololype was desgnnd vailh the under
standing 1 1he sludent woukd ba asked o graw conclusions most heavdy from

~o - e prhe Pl OrganZalon i wiuch ho o che had laken A eaderstup rolg, but that

ncomosabon of arpanences from other orMan7arons d any wore appécable
would bo encouraged The student wouid alse be urged 1o hypothasmze togardng
clhar situations Rasad on koowles . ¥ e ong omamzabon i which ha 0 she
had partcypaled extensvaly

In acmunssianng a prolotypa inlzevow d May be necessaty 10 ghminate some
fems that are nol appropnate 1o the expenences of the stutant Obwousty tharers
& wide vanaly among Siudents amng expesences and Ihe specihe wolls denved
fzam those expanencas In order 10 ba Most uselul 85 an assassent technique
the ieroew schedule mus! then milect the pecular et of niowladge and skils
thalihe sludant bangs 'n the alecsay Howver the core onier . vstabhshed by
tho NSHHULcn 10 he Bbrars of iRMing 07 COMpatenca within tig afea should
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remain constant among vanous students. Ccnsequently. the basic interview
schadule and components of the competence aiea shoud aso reman rewalively
constant.,

*

Some Practical Suggestions

A numnbar of handbooks and manuais have deen wiillen on how 1o snlerview,
partkzularly in the area of employment interviewity. Severas of them ate nciuded n
the bibllography at the end of this chapter. This section presents those heiphu
hinls™ that apply particuarty to assessment interviews. There is nothing esotenc of
even technical about thase suggestions, mus! of them are mesety cofnmon-sense
idaas, but awareness of them can smprove the afectvaness of the Remew
intarviews or other oral assessment procedures of any sort are bast con-
ducied in privacy with as few .nterruplions and dstractons as possibie it s a good
idea to find a room where voic_s cannct be overheard and {o arrange to have no
phone calls or visitors Juning the course of the assessment The interviewer shouid
be sure to arrive on ime and come prepared wall. cope. of both the interview
schedule and the raing scale 50 that the grd can be filied out as soon as the \
interview is completed ¥ a pane: .. .volved, copies shoud be provided for each
member When feasible . can be hephu o conduct practice ntenviews and (o
complgte practice rating forms before conductng a real interview \
The first few minulds of an «terview Of o1& examunation are smportant be-
Cause they sel the tone for all that loiiows The student wals be abie to demonsteale
compeience best § he ur she .s alease. and the .nlerviewer can heip by creating as
relaxpd and pleasant ar atmosphere as possitse This can be accomphshed Dy
greeting the student pieasantly and gs«.ng the Jistnct mpression that | will be easy
1o talk with one another Some manuas 5uggest a few minutes o smail tatk to
help reduce *“o students anxiety The nterviewer shouid have the flexsbiity
nacassary 1o adst the scheduis 1o his i her own style as wati as lo the student s
Such ad}uslmen& § Necessany for mair.adung @ smooth flow wilhin the nterviewing
process as well as a comlortabie situdle. for the student This, «n turn, s essentiai
in otder to maximize the effectweness o 3 ediuency of the assessment techmque
1t1s also mportant o clarty duning the “ust few munules how ong the Nteriew wii
last, what will be covered, and what .5 expected Although this gruund may have
been covered in a preinterview wunversabon as mentioned eaner. it s a good idea
to reviaw this informabion al the start of the actual interview
An important aspec! of the nlerview ot crar exam, and one which s often
gnored, is how 10 ask ques' s 50 that 1he student has maxsmum opportunity o
demonstrate krowledge competence »  wul cues from the interviewer The {05
lowing suggestions may prove usetul in thie w=gard

o Choose positive wording
Beginnung wath the firs! guoston  estabush the pattem of the student s
doing most of the 1alking

« Make use of the calculated pause t you 30N T say anylhing, the Student
wiil often elaborate

« When possible. use & comment instead o' a quaston Try to keep the
interview from looking tke 3 cross-@xamination

S
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« Phrase quastions carefully so that they are Clearly understandable, sc that
“you don't’ suggest the answer you're looking for, and so that you don't
cause tha student to.lose face.

e Always have a ¢lear purpose in mind when you ask a question. i e . don't
ask.unnecessary questions.

» Usg—examp!es to help elict more complete responses. Mary students
need that additional assistance in developing d framework of context
within which to place therr answars. Such examples may be included in the
original outline or added for the particular situation.

Am)ough,ajime limit 15 usually set for the interview as a whole, it is not
necassary to spend a specific amount of time on each section Such flexib:'ty
allows the mterviewsr freedom to direct the questions in such a way as to elcit the
grea'.est amount of information possible in those ateas of greatest competance
angi to choose those questions ir. each category that are especially appropriate to
the particular student's own expenences. Consequently, some questions included
tn the original schedule may not be used duning the actual administraion Adjust-
ments may also be made n specific questions to make them apg-opriate to the
student's leval of sophistication in each category of knowledge

Questions can be used to remund the student of omitted parls of earlier re-
sponses, to get further information or probe more deeply, o: to clanfy the meaning
of eathar remarks. !t s the responsibility of the interviewer to help the student to bs
as defintive and specific as possible and to w.anfy ambiguous rasponses Check
ng on answers that are unclear to the interviewer s important, but it should be
done without the use of leading questhons that reveal the desired reply

Another imporiant eiement in the nterview situation s control. The interviewer
needs to maintain control of the interview in order to utihize time efficiently and
econornically and to insure prope: baiance and adequate coverage >‘ each area

Conirol can be maintained by.

. o Being systematic—for exampie, by folowing an intervew schedule care-
fully.

e FExhausting one area before going on to the next (if you find you have
forgotten something, do not interrupt and go back «n the midcie or another
area).

Pacing the interview. allowing snough time. not dawdiing.

« Avoid awkward pauses. although caiculated pauses can be used judr
ciously.
Focusing attention on the i1ssues i question
Pushing the stuaent along with @ question « he or she goes into too much
irrelevant detai or gets off the track Anticipate the point where you can
nterrupt, and do ¢ with what Fear* calls lubncation, i.e, positive com
ments.

ef0

The interviewer can turthe: heip the student by being responsive, for oxaraple,
by really isteming. by showing that he o1 she .s really hstening (b, nedding. saving

‘Renard A Fepr The By aiueton «Mevew D 74
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% sir;";;.fl‘-\s‘ee._“\gat‘c.)‘; by making use of facial expressions, ngpa:ﬁ% gastures, postures,
e ';p:,,-.ié!,i.d bl.’: givir;!g frequent “pats on the back” or supportive comments, Although it may
s i necessary fo tell the student that an apswer 1s wyong, one should avoid ietting
3, f", , ;éth intg;vieyv dqgengrate into an argument. This, suppgriiveness generally results
\ 1oy 40 & more comprehénsive responsq;frgm the student and consequently a mors
wihofgugh assessment. | k5,4 /-
i s.There are two §ch09($ of thought as-ta, whether ur not notes should be taken
during*4n interview. The argument against note-taking 1s that it increases student ‘
. anxiety dnd can lead;to loss of rapport. ‘n the case of an assessment interview,
"3 "&2 however, iffe/gsﬁs:qhsoluggiy essential that notes be taken for the sake of accu-, :
;// &,};;*f ra:cy.;‘[hg risk of inéreasing anxiety or losing rapport may be lessened by telling the
. studént in }dvé\r\og that notes will be taken, Tape-recording the inteiview is some- iy
P . limess bstitated for or used in addition io note-taking and has the advantage of :
e enab!ingg(}ggdiﬁon@ assessor to evaluate the outcomes of the interview affer it is
", ‘completett {t 15 ImpbHant to notfy the student before beginning the intejview if a
\ ! Y

e N
tape recordiigayit bs made.
Vo ORI A

“

3 K .4

i Pitfallg to"Aydid-- ; \

LN 2R . )
Because jnterviews and ofher oral asséssment procedures are tnevitanly affected
by the personalities of the people involved, they are particularly vulnerable to the
problems associated with validity arid reliablity. Although there 1s n2 way to control
completely the subtle effects of interpersonal interaction, the intervicvser can make
more objective decisions by keeping 1in mind the sources of error in assessment
discussed in Chapter Il as well as the foilowing pitfalls.

The greatest danger in éral assessment is that some sort of uiterviewer bias
willcreep in and affect the outcome. In addition to the halv effect discussed earlier,
sterectypes and interviewer expectations are another source of tias. The inter-
viewer must be areful to avoid umping to conclusions and prejudging a student
(either favorably or unfavorably) on the basis of any charactenstic. Here are some |
examples: . '

5
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e Age. The interviewer may be reluctant to yive credit to a student who is \
only 18 or predisposed to cive credit to one who 15 40. 1t'is easy, but wrong, |
to assume that since the fatter 1s more than 20 years older, he or she
automatically knows mors about a given subject or has reached a higher
level of competencya at whatever is being assessed.

» Sex. Tradittonal male and female roles should not stand in the way of fair
assessment, for examiple, a man may legitimately seek credit for exper-
ence as a nurse.

o Race.

Past expenence. If a middle-aged student claims 10 years of expenence

as a volunteer sogial vorker, his or her competence sti’ needs to be

assessed before credit 1s awarded. In other words, credit is to be awarded
f for knowledge, not for expenence per se.

e Dialect.
e Voice quality.
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Pronunciatior: (or mis pronunciation). !
Posture. “*

Stance (for example, aggressive or meek).

Rppearance If dressing.neatly is not related to the knowiedge bemg as-
sessed, then a sloppily-dressed student should not be penalized for his or
her appearance.

In addition, the interviewer should beware of prejudice about thearea in which
the student is requesting credit. The male nurse example cited above could fit this
category as well. Finally, the interviewer shou!d be sure thattheimplicit long-range
use of the assgssment does not affect the interview outcome. Assumptions about
theuseto whlch the student will ultimately put the assessment may be false. If, in

. the context of the individual institution, different standards are appropriate depend-
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ing.on the long-range use of the assessment, then the agsumptions_should be

checked and the long-range goals clarified. It may in some contexts be appro-

priate, for example, to have different artistic standards for the student who aspires
to be a professional painter and for the student who plans to work in advertising.

In addition to nterviewer bias, another pitfall to avoid in oral assessment is
misurderstanding. If the interviewer feels at any time that there may be a misun-
derstanding, on either side, he or she should check and clanfy Misunderstanding
on the part of the student can be minimized by careful and clear wording of
questions. A final caution—the interviewer must avoid letting the student take over
the intsrview.

ANALYZING THE OUTCOME OF THE INTERVIEW

After conducting the interview, the evaluatar or panel should review the student’s
responses to individual questions or to sections of the schedule In general, it is
helpfui to arnve at a summary decision regarding the level of knowledge de-
monstrated and the overall quality of the student’s discussions.

The level of student competence will, in most cases, vary from item to item
and from area to area. One of the most difficult tasks of the assessor is to balance
these vanations and arnve at a summary judgment. it is helpful to support overall
evajuations with specific, representative examples of stronger and weaker re-
sponses. These specific examples will also be useful in discussing the results of
the interview with the student.

Some examples from an actual assessment interview may help to illustrate
this point. The exampies were taken from 2 structured interview developed to )
assess leadership skills. The interview schedule and rating scales used were
developed around 12 dimensions of !Qadershnp and are appended to the end of this
chapter. How the assessor can back up a summary evaluaion is shown in the
three examplés which follow. ‘

1. The student was abie to see the re|ahgnsh:p among the components of this
competence area. Consequently, responses combined information regard-
ing several areas. The interviewers had the flexibility, then, tc eliminate
guestions that had been answered in another context and to encourage the
student to draw comparisons among responses when that was appro-
priate.
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2 Itwas apparent that her levels of knowledge and skill varied among the 12
dimensuons She waz clearly at the evaluative level in the use of leadership
skills but had only basic knowledge of extemal power structures. She will
need to complete additional study in this area in the future.

:-Onie of.the most outstandmg qnialities of this student’s responses was her
abmty to analyze, in ways new to her, her own past behaviors anu evaluate
_their outoomes She was then able to make recommendations regarding
procedures that might have been used difterently or operatlng styles of her
own that she now feels might have been made mofe successful

Followmg a review of the student's responses, the rating scale should be
Lcompleted .and comments, either for the studant or the advisor should be pre-
Apared Whenever possible a copy of the completed rating scale should be given to
:the student ‘Next, a judgment must be made regarding the amount of credit or
recognltlon the student will receive, although some items in a schedule will allow
for various interprctations by judges. However, iryout activities can help predict
where variations may arise and permit some preparation of evaluators.

Institutions may adcpt different approaches or criteria for awarding credit or
formal recognition of competence A comprehensive discussion of guidelines for
use In awarding credit is included in Assessing Prior Learning-A CAEL Handbook
by Joan Knapp. Each of these guidelines is app!icable to the analysis of the results
of an avaluation interview.

Following the completion of the interview process, the judge or evaluation
panel should discuss the evaluations with the student. During this time the specific
outcome—the level of formal recognition or credit awarded—should be made
. ¢lear. Then, too, it is beneficial to the student if some of the responses themselves
are discussed and areas for improvement or further study are identified. It is
important that this discussion center on the criterion standards previously de- .
veloped and that it be clear that those standards were the bases upon which the
evaluation was made. s

’

PROTOTYPE INTERVlEW SCHEDULE

The following structured mterv;ew scheduie and ratung scale were developed at
Metropolitan State University. They were designed with the help of specialized
consultants and reflect the context of this particutar institution and the orientation of
these consuiltants.®

Educational institutions that recognize knowledge gained through experiential
learming are often asked to assess competence in leadership of volunteer organi-
zations, Consequently, this area was selected for the development of a model
However, simitar procedi.res could be ysed in designing interview schedules to
measure a diversity of expenential learmng. including more traditional academic
subjects.

> ¢

Motropobtan State Universty expresses special thanks to Sandra Mate, Eimer John, and Richard Lewder
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Prototype Interview for Assessing Competence in
Leadership of a Volunteer Organization

Goal Determination

1.

What Iong-rénge and short-term goals form thé basis of the princip niza-
tion which you have served in a leudership capacity? !

To what extent were you a determining factor in establishing or redirecting
those goals? &

In light of these long-range and short-term goals, what action priorities have
been established?

. What has been your role in establishing these priorities?

What factors do you see as the primary determinants of appropnate pnonties
for directing the work of a vutunteer organization?

Is there ever a reason for disbanding or substantially aftering the shjectives and
functions of an organization such as this?

1t s0, under what circumstances?
To what extent have you beern involved in such a procedure, and how would

* you evaluate tha success of the changes?

Organizationa! Processes

1

2

’

3

What do you see as the major problems to be considered in organizing a new or
existing groug operating on a volunteer basis?”

What steps would be particularly essential in developing such a new organiza-
tion? * .

If you have undertaken the organization of a new groug, describe the activties
in which you engaged and the decisions which you made dunng that process.
fFor example, in what way did you determine and estabhsh the central identity,
purpose, and functions of your group? ~

In what ways do organizational procedures and general mantenance of the
organizational identity differ between a firmly established organization and one
which is in its foundation stages?

In what ways do the vanious objectives and functiens of a group cause divergent
concerns on the part of the membership of the organization {0 anse?

In what ways have you dealt with thesa types of concerns In interpreting, or
adjusting, the tdentity or central focus of the group’s activities?

Organizational Structure

1

Describe the basic structure of your orgamzation, inciuding the vanous levels of
leadership, their responsibifities. and any subcommittees, along with therr func
tions and the rationale for the formation of those committees.

Explain the relationship between this structure and the organ:zation s long-
range goals. .

To what extent would or have changing prionties caused adjustments in the
organization’s structure?

In what ways does the size of the organization influence the development and
maintenance of a specific organizational structure—for example, in what ways
might responsibilities be divded between a governing board and the functioning
staff of an organization?

L4
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éi . . 4. How does this structure affect the actual operations of the organization? Cite an
oo axampla ffom, your experience tc suppart your point.

: - V.  Constitutional Provisions

: 1. Is your organization based upon a constitution or charter?

3 . If not, what might have been the effect of such a document on the identity or

3 - activitiss of your organization?

- 2. How was the constitution or charter of your organization, if any, first designed?

Have there been substantiai changes since the formation of the organization,

i and to what do yqu attribute these changes?

) It applicable, gvaluate your.role in the writing of the constitution or charter -

. .and/or the by-laws by which the organization is governec. .

3. What issues seem to you to be most significant in facilitating an organization s ‘ :
following its constitution and by-laws?

; .. Describe any situations, from your own expenence, which nevussitated in-

: terpretation of these written guidelines or problems ansing from thetr use by the

membership of the organization. '

V.  Leadership Patterns

’ 1. Describe what you consider to be your leacership style in direcung the organi-
: zatioh under discussion.

What do you see as your most vaiuabie leadership skill in maintaining the
: motivational level of the membership?

- 2. To what extent doas your mode of leadership use general interpersonal skulls?

Cite some specific incidents, if any, 1n which your use of such skiffs was particu-
larly essential and cvaluate the results. .

3. In what ways do leadership functions and styles need to be adjusted according
to varying sizes and functions of organizations?

Cite several specific incidents dunng your penod of |eadershlp of one organiza-
tion which particularly tested your leadership model and/or skills.

* How did you resoive these difficulties, and what were the outcomes of any
actions taken?

4. Assume that one member of the group attempted to dominate all the meetings
by directing the discussion and monopolizing the conversation to the point that
members were beginning to cease attending meetings. In what ways wouls you
deal with this, situation, keeping in mind the objectives of the organization and

S ‘ the fact that it is a volunteer organization?

What too!s of discussion might be usedig\such a situation?

; i" ', VL Fiscal Management

‘_f:" -, 1. In the leadership structure of your organization, who has been given the re-
’u R sponsibility for the financial management of the organization?

,31‘ .. What basic procedures were used?

- F ‘ 2. What are the chief sources of revenue for this organization?

s & Explain the ways in which that revenue 15 denved and your role in that process

3. If this organization were to face a financial difficulty, how would you go about
gaining additional sources of money? 1

What conditiong within the community woutd have to be considered?

' ERIC ~
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How might various sources of revenue affect functnons of the organization or the
cenial identity of its membership?

4. Are there any iegal restrictions of which you are aware which would restrict the
sources of revenue open to you or the fundraising activities in which you mught
engage? ‘.

5. Has your organization engaged in any types of fund-raising activities?

It so, describe briefly the chir f techniques used. What do you see 1. = the most
\ crucial elements in comple.ing such activities succasstully?

Why did you elect to use the activities which you have sefected?

.,‘.,\.
=
=

Communications

1 Whatother types of publications were prepared and used by your organization?
What was your role in their preparation?
¢ . How would you evaluate their effectiveness? |, *

" 2. Which types of writing did you use while holding the leadership role in the
% organization?

i How might the types of writing or sty!es used vary with the size, type, or purpose

Ptz
-
L

i - of the organization? {For example, might the target groups for written fund-
b, raising material vary from group to group?) ¢
3 In what types of public-speaking situations were you involved while performing
¥ “ your leadership functions?
N To what extent were other members of the gioup involved i in similar types of .
; speaking situations and why?
: 4 What other forms of oral communication have you used while fulfilling your
leadership role?
: . What role did they play in your leadership style?
: How effective do you fee! your use of oral communication skills was?
I . V. -Use of the Medla
X 1 To what extent is it feasible for a basically volunteer orgamizatron to use one or
, more of the public communications media in enhancing its work?
2 Inwhatwaysdidyou: .arious public communications media in connection
withachieving the goals of your organization? -
Evaluata the outcomes of your own uses of the media.

. IX. Uses ot Resources ’

b 1 What types of information was it necessary for you to obtain in your leadership
: capacity? )

N How did you go about obtaining that information?

. Which sources were most helpful?
2 Assume that you have been asked to seek an external source of funding, such
~ as a grant from a pnvate organization, for the purpose of extending some
special service to the community. How would you go at.out locating and evaluat-
ing various sources of funding for your project?

X. External Power Structures

1 With what sources of decision-making influence external to the orgamization
have you dealt?

40
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Describe the tevels of responsibility of some groﬁps with which you have had to
deal or which you have attempted to influence In gairing decistons favorable to
your organization. - '

Within that structure, where did pressure groups operate, and in what ways
have you dealt with those pressure groups?
What were the vutcomes of your endeavors?

2. In what ways might the types of influence which could be brought to bear ugon
decision-making organizations, such as the state or federal governmert or
another community organization, change with the size or overall goals of any
given organization? X

3. What typos of activities have you used to mamtain continuing relationships with
such sources of influence? *

How does this type of maintenance differ from more short-term but incisive
activites undertaken to influence these power basas?
2 )
Operating Arena
\

1. Assume that you have decided to open a new branch ofyour organization or to

expand its membership into a previously untapped area,\that steps wouio you

follow 1n determining what target groups might be most appropriate for this
activity and what needs your organization might meet in potential members?

2. Desgnbe the specific civic arena in which your own organizatign has operated

What types of 1ssues, concerns, and needs with:n the community are you aware
of which have influenced the devalopment and direction of your organization?
3. Descnibe severai community arer.as In which volunteer organizations meght
operate and explain the leadership rule which you would probabty play in kght of
the objectives of that community group, the inutations of action available, etc

Staff Supervisiont

1. To what extent have you had secretanal or ctencal hetp within your organiza-
tion? -
Has this been paid . volunteer support? /
What has been your supervisory style in maintaining a continuing relaticnship
with clerical staff or other paid workers within the organization?

2. What problems are u nque to supervising volunteer workers in an organization”?

" What approaches have you used t¢ .nantain continuing interest and motivation
in complet:ng necessary tasks?

3 What differences do you sse n leading an srgamization which 1s supported
¢ 1 o antially by voluntas- work anu one In which much of tha -~ y-to-day work ts
done by a paid staff?
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: 3 Rating Scale for Use in Assessing Competence
i In Leadership of a Volunteer Organization

r

Student

Competence Area

Assessor

Instructions:

Date

1. Read the title and ail three descriptions before completing the assess-

ments.

2. For each of the items listed below, place a mark on the line at that point
which best represents your assessment of the student's demonstration
of that knowledge orskill. The vertical lines represent approximate divid-
ing lines between 3 levels of performance on eath item.

3. If an item Is not definitely applicable to this student, you }nay omit it.
However, please specify below that itam the Teason for its inapplicabilty.

4. Irdicate specific strengths and weaknessas in regard to each item in the
sections reserved for comments.

. Goal Determination

Understands the
organization's chief
goals

Comments:

il. Organizational Processes

Understands the
organization's goals
and can help set
prionties

Understands and
applies goal-setting
process;
understands the
organization's goals
and can set priorities

Understands how
this organization
was formed

Comments:

ERIC
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Understands
general
organizational
processes

Understands and
applies processes of
organizing new
organizations and
monitonng
established ones




1. Organizational Structure
| | o

w.

Undaerstands some

Comments:

Constitutional Provisions

Has comprehensive

Understands and

: structural features of understanging of the applies the structure
: the organization structure of the of the organization
i organization and 1ts relationshps

Py

Unéerstands some
characteristics of a

Understands some
provisions of this

Understands the
use of a constitution

constitution organtzation's and 1its effsct on the
constitution, «f any directions taken by
an organizaton
Comments:

Vi

Comments:

Fiscal Management

leadership style

V. Leadership Patterns
Understands most Understands Understands,
B facets of own elements of apphes, and
N leadership style developing a gvaluates own

leadorship style

Understands some
of organization’s
scurces of revenue

Undsrstands
crgamization’s
ponmary sources ol
revenue and some

Understands
organization's
sources of revenue
and fiscal

management management
processes processes. appies
this knowledge In
determining and
evaluating alternate
sources of revenue
. and management
processes
Comments
43
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Vi, Communications

major sources of
information within
the community

Comments
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value and
techniques of using
several major
scurces of
information
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Understands Understands Understands,
general rola of general role of appkes, and
- communications i communications ~ evaluates various
5 - ] leadership and idontifies some types of
of own skills communications in
leadership
Comments:
VHl. Use of Medla
o Understands some Understands and Undarstands,
uses of the media applies some appfies, and
techniques of using evaluates the values
the media and techniques of
2 using media in
achieving the
organization's goals
Q
Comments:
IX. Use of Resources
Understands some Understands the Understands a

vanety of sources of
information; appkes
this knowledge In
locating and
avalusting
community
tesources o
complete a task




X Extaral Power Structures

Understands the
existence of external
power strucluros

Comments:

Understands

organizaton of
somo gxtemal
power sources

Understands
structure and role o!
extomal sources
and apples this
undessianding in
relation 1o own
organization

“ERIC
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Operating Arona
Understands Understands Undarstands the
generel arena of sovera possitio Gvic aranas in which
own organization arenas for such vorinteor
organizations ocganizations
operato, apries this
knowledge by
" ; aralyzing argna in
which own
1 organizabon
! operates
Common!s
"XH,  Staft Supesvision
|
Undearstands some Unagerstands some Undarstends and
techniques of diferencos in appl . chmques
SUPOMVISION supervising - SUPOTVISING
) voluntear and paxd volunteer and
statf support statf
A Comments
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w = Product Assessment

Ruth Churchill

in many cases the most direct way tu evaluale the learnunyg that s ether+ ¢t or
explicit 1n a given expanence s by means uf an appropnate preduct or products
This is clearly the situation in the creative ants Students ciaiming skills in the visual
arts, for exampie, shouid have produced paintings, sculpture, photographs, ims,
or other art forms that give ewdence of therr skills Writ.ng and rusical compasdion
are other exampies o! arts in whieh the product itseif s important as evidence of
teaming. In other areas the smportance of the preduct may be less clear cut, butn
many fields products are evidenses of the 1iearning of skilis and understandings In
science, exhibils and demonstratons are reguiarty used .n science fairs as bases
for making judgments about the teamung of such objectives as scientific method, of
thinking, the ability to present scentific data cie~+ly and to apply scientific 1deas tu
new situations, and the techn.ca skiis in constructing equipment effectively and
salety. In teactung. a curnicuium urit developed 1o teach certain knowledge, under
standings. or skils by a particuiar method to a given group of iearners 1s a product
that reflects an understanding of educationai phiisophy. a sensitivity tu the needs
of local situations and individual students, an «wareness of current curncular ap
proaches, and the abiiity 10 apply these tu a partivular problem Reports are impor-
tant products «n a .anety Lt fieids aboratory and research reports and case
stucies :n the fieid of sociai work a'e examplies The st could and should be further
extended for exampie the evidence .n cerlan management siuations Compnses
memoranda ietters and reports that constituied part of the way «n which a situa-
tion was handled

Product assessment car ¢ used with both sponsored and nonspohsored
ieaming expenences Wih spu sofec iearmirg expenences this method has the
advantage of being puannied i advarwe 1o demunstrate rele vant skilis knowledge,
and understanding. N a fastuer that can be evaluated fasly Although certain
elements of the product car be ungue ! - eact student i1 .5 possibie 1o stress the
communatties Qving Jdn opportun:ty o plan renable and economical means of
evalaton Products ' L0sponisered prur warming expenience du not have the
advantages of planning Lu' tr ey reque  y Pave If e advantage of being one of the
iew sources ¢of exter~al e. dence avalabe

Some products of unsponsured earmng erpenences 5.t as work 1 the
creative ans may occur with such suthuent regu.anty that a wotking procedure for
product assessment 5 worthwtiuie The work of uny a few ~tudenls s evaiuated at
any one tme bu' uver 4 penol of IMe a reratively arge number of stuaents
products will have ' he evawudle © 1 dher cases the produd!s subnutted will pe
cdiverse and 'orma medns 2f dssess | Products woull lake more time and effort

thar would be justified Neverhee: e ways.mwhich these dverse and Lore
tmes UmiQ .o Drodul's ate &ugru e 1 0ar D rlgenced by the considerations
procedures ang ™o . -, Ot gt
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Product Assessment vs. Performance Assessment

Performance testing and product assessment need to be distinguished. In perfor-
mance testing the student actually performs a given skill, such as playing a musical
composition, in product assessment, all that is available is the end product, in this
case, perhaps, a tape or a record of the student's performance. Whether to apply
performance or product assessment depends upon a number of factors.

First, which is more immportant, the performance or the product? In the exampie
given, the emphasis is on the performance. In the case of a musical composition,
the prcduct rather than the composer's particular method of composition embodies
the important skills and understandings. However, even when the emphasis is on
performance, a product may embody it in a useful way A tape of a student playing
a given composition can be regarded as a product, for example. This would allow a
student to select the performance he considers his best, and might be appropriate
as an indicator of prior learning On the other hand, a tape made under structured
test conditions with observers present might more properly be regarded as a
performance test, and would be more appropriate if the abiiity to perfo.m before a
critical audience s part of the desired learning.

Second, practical considerations may determine the use of product assess-
ment rather than performance testing In some cases, the uses of products rather
than performance may be more convenient, iess expensive, and more retabie. For
example, if several students make recordings of a musical composition (under the
same conditions of recording), a jury can make compansons and replay parts
about which questions or differences of opinion anse And, of course, In certe.n
cases, especially in nonsponsored leaming expernences, only the product is avail-
able.

Product'Assessment and Written Material

Another distinction (or case of overlap) that may have to be made 1s between a
written product and a written report or paper or examination. Obviously, f the
purpose i, ‘o evaluate abity to write effectively, the methods for assessing free-
response written material would apply A paper wrtten to demonstrate knowledge
or understanding of a field would probably be evaluated as such papers usually are
in academic situations On the other hand, imaginative writing, such as plays,
novels, poetry, can be judged as a product But there are other cases in which the
writing was produced for other reasons. naturally in the course of the experience,
and is to be judged for the learning of other skills and ui.derstanding. Dianies and
logs of experiences whiie traveling, case reports written by social workers, and
laboratory and rasearch reports are all exampies of written products which can be
assessed as evidunce that specified skills and understandings have been learned
In many cases,.ouch products could be used in conjunction with an interview. For
example, a travel diary mght implitly reveal growth in understanding of anothier
culture, but such growth would need to be checked expiiL.t)y in an interview

An example of the use of a structured daily log is given in CAEL Institutionai
Report No‘ 3" Students at UCLA in a number of courses 1 which experiences

‘Jane Szuty Permac and Mar g Bore Mxo o Lt envate ' g1d Evauation of Sponscrec Expenential Learning
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outside the classroom were incorporated kept daily logs in their field work or
) internships, In these logs they recorded both activiies and reflections on what they
P thought they had leamed. The logs were then analyzed by faculty experts for
. evidence of student learning, using a Process;Assessment Matrnx Five broad
; areas of learning—self-awareness, awareness of others, skill development,
. academic content, and career understanding—and five levels of involvement—
. identify, inform, describe, generahze, and apply decision-making skills—form the
matrix. Thus, using the log as the product, the faculty experts could analyze it for
evidence of student learning and of the lavel of that learning.
Lo When product assessment 1s based on wntten material in any of the above
: senses, the problam frequently anises of distinguishing between the product and
B the® writing. Much stress 1s placed in the academic world on well-written papers,
despite the fact that student papers are frequently artificial They are written by
individuals knowing relatively hittle about a subject for other individuals whn know
much more. it 1s possible to place too much stress on thus type of writing, poor
products can be disguised by well-wntten reports and good products can be lost in
poorly written papers.

A useful way of meeting this problem s to ask the question. What kind and
level of wnting 1s demanded if a particuiar product is to represent student learning
of knowledge, understandings, and skills at a collerge level? At the one extreme, a
novel or a sernes of poems must be judged on the quality of their writing At the
other extreme, the nmiceties of wnting are not vital in a daily log. In between there
will be a vanety of possibilities In a study of curnculum units judged as products,
one of the best units presented contained no formal summary of what the student
had leamed from teaching the unit, instead each page of the unit was annotated
with comments on what had and had not worked &nd how the unit should be
changed before it was used again The wniting involved in products should suit the
necessities of the situation in which the product is to be used rather than notions of
academic propriety.

Product Assessme@; and Documentation

An important and necessary distinction needs to be made between product as-
sessment and documentation Students frequently present documents, such as
letters from empicyers, newspaper chppings, iicenses, and other matenals, as
evidence of experiences Rarely do these afford evidence of learning, or if they do,
of learning telated to specific, relevant objectives itis possible that a selection ot
documents produced on the job by a student cou'd be the product equivalent of an
in-basket wwst, but the skilis, knowledge. and understandings to wh.ch they were
related would have to be specified and evaluated In most ceses these products
weuld need to be suppiemented by an interview

/

Product and Process
In many cases products cannot stand alone without some idea of L.« processes
which produced them When trie pioduct does stand aione, the bur.den is on the
evaluator to «dentify the learnings represented In the model of product assessment
for the wisual arts, three crtena have been identfied, representing generahzed
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leamings in this area; but even in this case, a short paper or interview has been
suggested to allow the student to clarily his intent 1n some of the work he pre-
sented. In the UCLA analysis of logs the matrix of criteria for learming has aiready
¢, been worked out and includes a process component.
o While the product can testify clearly to some of the leamings, leamings as-
£ sociated with the process by which the procust came Into being need to be
v ) eyaluated in other ways. For example, in evaluating ability to develop curricular
N matedal many learnings are implicit in the umit itself—for example, ability to set
. ob;echvas for: students, to select materials, to evaluate changes in student be-
havnor Equally |mp0rtént piocess leamings are not explicit—for example, how the
student identified the problem initially, how he gained the background needed to
: work on it, how he evaluates the success of what he attéemptedto do. Here both the
i ¥ ' product and the student's account of how he produced 1t are needed.

82

Developing Product Assessments

A brief sketch of the steps to be taken in developing a procedure for assessing
products may be heipful for faculty members faced with the task of planning formal
or informal procedures for evaluating leaming from the evidence contained In
products The procedures suggested represent attempts to increase the velidity
and the reliability of the judgments to be made.

1. Identify Learning Outcomes. The first step Js to identify the learnings ex-
pected of the student in the situation Once these have been identified, perhaps
with the student's help. it should be clear whether an assessment of a product will
yield useful evidence of the qualty of important leamings or will need to be
supplemented by other methods of evaluation or will be inappropriate. A novel may
stand by itself as evidence of the learning ot skills in imaginative writing, the
accounting records of a business venture may need to be supplemented by an
explanatory paper or interview to identify and document [urther the relevant leam-
ings, but what product will represent skilis in interviewing— unless e student has
taped several interviewing sessions?

2. Construct a Form for Product Assessment. The learnings already 1dentified
wiil constitute the critena for the product assessment Not only shouid the critenia
be specified but also the relevant points to be observed in the product. If at all
possible, levels of qualty should be indicated in terms of charactenstics of the
product that are indicative of different levels of performance. For many products
the best approach to defining critenia and products will be to provide specific
examples of outstanding, averaga. arnd poor products

A simple method is to construct a checklist, using each :dentified learning as
one item on the ist For each item. a rating scale can be dewised 1o judge the
quality of the student s verformiance The more clearly the rating scale is anchored
in observable behaviors, the more consistently differgnt yjudges can use it At the
time of construction, decisions can also be made whether certain learmngs are to
be given more weight than others in arriving at a summary evaluation.

The two modeis at the end of the chapter dlustrate different ways in which
forma! assessment procedures can be set up, the Process, Assessment Matrix in
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" CAEL InsW Report N¢. 32 gives still another possible vanation. For infor-

mally ass&5Sing a unique or infrequent type of product, a simple hist of leamings to
be checked for the adequacy with which triey have been achieved will help insure a
consistent and a documented approach to product assessment.

3. Prepare Students. Guidelines need to be written for the student so that he or
she understands the cnteria by which his o: her work will be judged. The student
also needs instructions for prepanng his product for evaluation, highlighting the
important features of the product, and eliminating extraneous details which might
adversely influence the evaluation. This step will usually not be difficult for spon-
sored leaming experiences in which the prcduct can be planned. Althcugh more
difficult for prior learning, suct instructions are worthwhile even if they have to be
modified in special cases.

4. Prepare Evaluators. Judges or evaluators also need guidelines for observing
and judging products. In most respects these do not differ from the guidelines
given students. The most important guideline for the evaluator 15 the form for
product assessment.

If more than one evaluator is to be used, elther to obtain more than one
judgment of a product or tc have several faculty available to work with students,
training sessions using the evaluation method on a few sample products are useful
to identify disagreements and permit discussions leading to re.isions of the proce-
dure and agreement on decisions.

F

5. Combining Product Assessment with an interview or a Paper. Another part
of planning the evaiuation consists of deciding whether or not to combine the
product assessment with an interview or a paper. Such a combination may be
necessary if it is not /mmedately clear that the product gives evidence that the
student has learned a certain skill In addition, a product may revzal only some of
the leamnings possible in a given situation There is the danger that abiity to
verbalize about the skills involvedin a product may not be the'same as the abiiity to
make the product, and in the .nterview or paper some students may be rewarded
for verbal skills rather that f. those for which they are presumably being
evaluated

A MODEL FOR PRODUCT ASSESSMENT IN CURRICULUM
DEVELOPMENT

To illustrate the possibilities of product assessment, two different plans for asses
sing products are pre.ented The first model 1s adapted from one developed for the
master's program in education of $e Juarez Lincoln Cénter of Antioch College It
was developed in a study of assessment procedures in the CAEL Operational
Models Project * This model consists of two documents. availabie to both students

-
IPormacl and Miko Doc, mertaton ard Evauator of Spoasored Exg» antal Learmng

3
S0 Ruth Chutchdi Andre Gue e, v @t Barta ind Haery Horwite Loorar atag € ducatona: Assessment Across College
Conters
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and faculty. The first is a statement of cnterion standards for projects in curriculum
development; the second, a checklist for evaluating such projects,

-

’

Program Statement in the Area of Curriculum

To meet minimum requirements the student must demonstrate a genera. knowledge of
. educational philosophy and its relationship to vanous curricular approaches The stu

dent must be able 10 express this knowledge in terms of hissher own educational
phitosophy and the goals and,or objectives \State guidelines, local goais, etc ) to' which
the curriculum unit is related. (

The development or revision of the curmiculum unit I1s expected to include general
fationale, specific objectives, method of teachung and learni.3, data sources provided,

, ’gand nwans of evaluating changes in pupil behavior produced by the cumculum unit

In gencral, the student is expected to accompany the curnculum unit developed of
revised with an account of how he or she icentified the problem, acquired background
for handhing i, carned out the project, and evaluated his.her general learning from the
project.

For major credit, a student must also teach at least part of the curnculum unit,
provide a staff guide. evaluate the success of the curmculum .t in terms of pupi
learning, and relate the project as a whole to other areas of professional deve lopment

Checklist for Evaluating Projects
in Curriculum Development

Name of Student . Name of Project I

Educational philosophy and goals

1 Does the curncular unit reflect the student s educational philosophy?
_ Yes. clearly
Yes. in some respects
Questionable
No

Evidence (How does the student indicate his philosophy?)
Space left for free answer!

2 Does the project relate knowledge o'« lucational philosophy to poss
bie curricular apprcaches?
Yes. clearly
Yes. 1N 30me respects
Questionable
No
Evidence (Whnat curnicular approaches were expiored? How s the
curricular approach chosen related to oducational phi-
sophy?)
{Space teft for free answer)

ERIC 6
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3. To what goals, objectives, or guidelines has the curncuium unit been
re'ated? .

State guldelines

Local goals and objectives (school or organization)

Teacher’s goals and objectives

- Pupils’ goals and objectives

a3, PRI A VST S Y e
[

\
4. Has the curriculum unit been related to the goals, objectives, or
guidelines chosen?

2
B Yes, clearly
5, —— Yes, in some respects
> ——— Questionable N
t No
o Evidence. {Cite specific objectives and show relationship to curnculum
b unit.)
: {Space left for free answer]}
: Development or revislon of edrriculum unit
v 5. Is the curriculum unit clearly described and presented?
; Yes, clearly
T — Yes, 1n some respects
. e Questionable
o —— No
) Evidence: (What is the subject matter of the unit?)
{Space left for free answer}
6. Is the ratonale for the curnculum unit clearly stated?
/ Yes. clearly
Yeas, In some respects
Questionable
e No
- Evidence (What s the rationule?)
{Space left for free answer}
7 Are the objectives for the curriculum unit clearly stated?
_-— . Yes, clearly
.~ Y€S,In some respects
—— . Questionable
-~ —. No
-Evidence {What are the objectives?)
A\ [Space left for lree answer]
B What is the method by which the curnculum urut will achieve its objec-
tves?
[Space left for free arswer]
2
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9. Is the method apptopnate for achigving the given objectives?
Yes, clearly

w— Yes, in some raspects

e Questionable

No

Evidence: {What methods are used, how are they related to the objec-
tives?)

{Space left for free answer]

10. What sources of data are provided in the cumiculum unit?
' {Space laft for free answer]

11. Are these data sources used adequately?
Yes clearly
e YE€S, 1n some respects
—— Questionable
— ¥No
Evidence (Give an example of a data source and how it has been
used in a unit)
{Space left for free answer]

12 By what means will the success of pupils in achigving the objectives of
the curnculum umit be evatsated?
{Space left for free answer]

13 Are the methods chosen suitable for evaluating this curricular unit?

_ . Yes, clearly

_____ Yes, .n some respects

..~ _ Questonable

. . No

Zwidence (Give an example &f a means of assessing what pt pils have
learned”}

| Space left for free answer)

Use of the curriculum unit

14 Has the curncular unit been .sed?

Yes, the whole unit has been tned out

Yas. pants of the umit have been tried out

Questionable

No

Evidence (What has the stuJent done t0 put the curficular unit Into
prachce?
{Space left for free answer|
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15. Has a teacher or Staff quide for this unit been prepared?

Yes, one which can be used as it stands

Yes, one which could be used with revisions and/or mare work

Questionable

No

Evidence: (Could another teaches use the guide as it now stands?)
ISpace feft for free answer]

11

16. Has the use of the curncutar umit been evaluated appropriztaly?
Yaes, clearly
Yes, in some respects
Questionable
No
Evidsnce (Cite means of evaluation, appropnateness. and adequacy
of conclusions drawn )
[Space left for free answer])

»

17. !s the area of curnculum development reiated to other areas such as
development of so.rces of information, staff development. evaluation.
community involivement, aad tihngual-mutticutural education?

—u - VYes, clearly
. Yes.n some respects
Questionable
e— NoO
Evidence {Space left for free answer}

Gensral
18 What sources of data have been used in carrying out this project?
[Space ieft lor {ree answer)

19 Have these data sources proved adequate for the project?
- Yes. clearly -
Yes. in some respects
- Questionable
.. No
Evidence (Background in educational philosophy. curnculum de-
velopment. specific area of curnculum development )
1Space left or free answer!
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20, Is the report written at an acceptable tevel for an educated adult?
——~ Publishable &
——— Adequate educated wnting
-~ Needs work on wnting

- Wiriting fails to communicate
Evidence: 'Organization, clarity of presentation, use of words, gram-
.mar.)

[Space iaft for free answer]

21. As a whole, are you satisfied with this curnculum unit and the report on

its development?
Major Credit* Ming: Credit”
- —_— Clearly satsfactory
[P Adequate
Questivnable

Not accepiable

*Pay no attention as to whether project was intended to receive minor
or major credit. Rate it as to whether you believe it should receive
major or minor crecit Major credit implies that ali items have been
carried out, for minor credit the cum:culum need not have besn used.

Evidence. {Qutstanding strengths and weaknesses of thel report.)
[Space left for free answer}

)

. A MODEL FOR PRODUCT ASSESSMENT IN THE VISUAL ARTS

) This plan is adapted from the CEEB Ad.anced Placement Test .n Studio Art,*
probably the best current example of product assessment based on research on
judgments by art faculty of student work in art. It can be used as it stands, modified,

or altered according to the purposes of the assessors. It can also serve as a model
for further exploration of ways of assessing products of students.

Instructions to the Student

In order to earn college credit in the area of the visual arts—painting, graphics,

sculplure, ceramucs, photography, film, teie..sion, and other forms—you are asked

to present for evaiuation selections irom the work that you have done. The purpose

of the evaluation is to allow you to demonstiate your abihty to Jea!l with fundamen-
" tal concems in the visual arts.

The maten:als that you are asked to presen! d2al with three objectives. overalil
quahty of work, depth of work, and breadth of work. Evaluators are looking for
works that reveal a style of execution and content initiated by you personally. The
works presented may have been produced at ary ime on your own initiative o in
art courses or other courses The only restnctior: .5 that they should not be work for
which you have already received college-level credit.

‘Cotlege Entrance Examnabon Boars Advanced Macemaent Couss Dessrote A
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In the instructions that follow, certain nstructions are given on the works you
are to prasent and the ways in which you present them The purpose of these
instructions is to help you present a good sampie of your work an the same bas:s
as other students, In that way you can heip the judges make a fair epprasal of your

+  {eaming.

. Overall Quality of Work. You are asked to present,.n inew onginal farm, three to
. five werks which you constder your best There works will be judged for thess
- overall quality. They may be individual works, or they may form a senes Al of the
. works may be in one medium, or they may be .n different media. The reasor. that
you have been asked to submit a few of your best works is that experience
. indicates that large r umbers of works include pieces of varying qualty. and ;.dges
tend to evaluate the ‘otal group at a lower ivel than thuy would ( a carefui

selection of a few works had been made.

e Ifthe work, such as a filni, was c.2ne in collaboration witil othér individuals,
specify what were your responsibhtias and contributions ana what were those of

- others.

e Since these are unginal works and since they may Le handied by several
judges, try to keep the por.foilo manageabte in size and to protect the works from
the consequences of unavoidabie handiing Graph.cs that can be smearad shouid
t.ave a protective, transparent covering. small pieces. such as jeweiry, shoud be
securely mounted. tapes and film should be adequately packaged

e Remember that the better you present vour works, the less iikely are the
judges to’be distracted by irrelevant considerations

Deapth of Work. To give you an opportunity tc show your personal concentratun
. on a particuicr way of thinking, workg, and producing you are asSked o present
evidence related either to an aspect of «our work or tu d project on which you ha.e
spent considerable time and interest and which you may or may not consic2ar
successful Be sure that the material shows work on a particuldr act -, ur inveast-
gation carned out over a cunsiderable periad of hme Remember that the work
R should be one that you were personally committed tu execute Cliass probiems in
. drawing or design. for example. are generally not acceptabie
Although the work may stand on its own ments and require rio turther clarfica
uon, you shouid present a short written or taped commentary t iccompdny the
work It heips the evaluators to know why you seiected this area or project. what
influences (things seen, heard, read. feit .magined, alfected your work. huw pian
ning affected the deveippment 3f your work. and why you feei tis successtul or not
successful (Alternatively You wili be asked :n an interview (o teil the evaluators
why you selected this area or project what infiuences (th.igs seen. heard. read,
felt, imagined; atfected your work how pianning aflected the deveiopment of yoo
work. and why you feel it is successfu! or not , if your weork s part of a group
project, your responsibiities should be clearly defined
Most works for this section shouid not be submitted in their onginai form with
the exception of ilustrated books and fiims inciuding videotapes Scuipture riaint
ing, murals, graphics, ceramics jeweiry weawiny, photorraphy dand archtecture
may be diusirated by coior sides Envionmental or .onceptuai projects can be i
dercnibed by sihdes. fums andor appropriate written documents Take care in
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photographfng your wom The quality of your siides has 1c be good sc that judges

can evaluate your work accurately. Fot three-dimensionat work, provide severa:
slidas for.each work, each slida showing a different view of the work Try to keep
your presentation shornt (no more than twenty skdes of five minutes of £im;

‘Breadth of Woik. Here you are given an opportututy to show the range Jf prob
lams, iheas. media, and approaches you have undentaken You are asked lc
submn slides of complated works that show how yuu have soived probiems i the
: ﬁoﬂowing ‘categories:
* &1 o spatial lifusion on a flat surace .
« ¢ color
_ e drawing
» organization of threg-dimensipnal figures
On the slidas identify the prebiem you are attempling to sobe for exampie,
use of space or color relatonstips. This sechon is one . whect evawalors 1ok at
. aspects of your work :n cox des:gn and tachuque rewalivaly .soialed from the
L total quality of the work ot from what you wished lo express \expraswve .nient,
. Tolal quality always nflusnces evatualuts p.0gments, bul an skills are -~
{ 7 phasized in this secton
5 Sinca any work submitted wii probably wncurporate more thar: one category,
use works that clearly emphasize une calegofy yred houyh uthei problems may
- ba present. Works appeanng in this secins T.ay. 4rkpadly nave eppedared . ong Jf
the first two sections. Make a careful s@IBChor. v sxdes ty 16 keep your presanta
tion short {no more than twenty shdes}

instructions to the Evaluators

Works of art are highty personas anu suwect.ve . curdent and @xpress ve maans
They can only be gvawaied f judges are finmly committed to ttus wonuept The
mos! important part of the assessment .s the student s 1 @>PoL:sE v verg « Judnly
of Work. Quality 15 aiso an .mportant part o! the judgments made © JDepth of Vurk
and Breadth of Work

Cloarly the student must perform al covege teves f he ur she .5 10 tecarve
crodit Since profsssors mawe judgments as v whether vt ol ther students are
performing satistactonty i Lunege cuurses . art 4.5 dasumed that they can juoge
college-igvel performance un the bas:s of a careluty seieiled portfure uf an wotks
submitled by students whose work . a71.s based un either sponsuted (Lurrent and
planned) or nonsponsored (prios and nonplanned: expenences

The vanudity of the three critena proposed sovetan quan:, depth and breadth,
is based on research on the faclors which conens nislructo: . .0 arl s hools “ave
found smportant and about which they wouid agree n thew j.ogments vakdily of
e judgments 15 aiso aﬂec!ed Ly the beie"tn)f J! the ,.;dﬂes v "\81'61'1 ;udges v

practicing amsts ang art facully from uther xnsbtubons n 15 .mportanl mat the
judges review the criter:a and mahe sure that the  agree wdh b A art laculty
may want to formuiate its own crlena bothi.a terms of fow thoy state them and
what works they ask stude~ls 1o submy in 1hat case the Liuceds es sel fonh heie
can be used as a model ang adapted
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V. Performance Assessment
Arnold Fletcher and John L D Clark

NATURE AND BASIC ISSUES

The performance test is usually described as a test that e.aluates a person s ability
to carry out Or execute an action. process, or task Althcugh paper-and-pencil
items that involve the writing of symbols in response to symbolic stimuli may be
used, performance testing more charactenstically stresses the ability to manpulate
something or perform a role—for 2xample, typing, piloting a piane, assembhing a
piece of machinery, playing the violin, teachung, acting, or leading discussions

Some Distinguishing Characteristics of Performance Testing

in attempting to place performance testing in an assessment perspective, we must
ernphasize that much, but not all, of such testing involves the measu,einent of
skills, described in dictionary terms as  developed or acquired abiities, which are
usually dentified with psychomotor activiies in addition. some educators tend to
treat skill testing, perfurmance testing, and competence testing interchangeably
Although related, they are nul recessanly synunymous, using them Synonymously
can cause confusion atout the concept of performance testing and can lead to the
rmmisapphcaton of testing techniques

Keiley describes competence-based education in terms of four categores of
objectives (1} cogmave —what the student shouid know. (2, affective —behefs,
values, and attitudes ot the ind.viduai. \3) performance —specified behavior to be
demonstrated by the learner and (4) consequence — student learning identified by
the teacher ' Thus a skill test tends tu evaluate a more specific imited abihity
usdJally within a large: performance Luntext, whereas a performance test geneially
attempts to assess a higher jevel, more compiex hehavior, which in turn. is often
part of an even more comprehensSive competence

Another distinguishing characteristic of the performance test is the presence
of a large element of realism, or what 1s sometimes described as situational
realism The student 1s expected to perform in as close to a real-Wfe situation as
possible Since it is very often impractical or impossible to et up such a situation,
the assessor mus! simuiate realty This .ractice 1s characlenstic of student-
teacher traiming programs. the type and deyree of simulation being dependent
upon the particular needs uf the student Fuizpalrick and Mornson indicate that for a
simuiated situation tu be repiesentative uf a reai-life enironment it must (a) be
comprehensive— simulate a range of varying aspects of the situation. and (b
demonstrate f-deity—reflect a desirable degree of realty ?

As a !inal note, it may be useful to rederate the differences t etween perfor-
mance and product assessment As pointed out in the previous chapter, perfor-
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mance assessmunt often resuits in a product that can alsc be assessed. Where an
end pr’pyuct s available, the emphasis in performance assessment s on the an
tecedent steps performed to arnve at the product, rather than the product itself
Systematic procedures for observing and recorcing behawvior are usually charac
teristic of performance a.ssessment whether or not a product emerges. In addition,
performance assessment procedures are usually characterized by externally struc
tured conditions that remain constant for different individuals whose performance
is being assessed.

Types of Tests

Classitfication 1a any field poses the problem of overlap Tests vary so much in
terms of purpose, content, and procedure that diffetent authorities approach clas

sification in different ways The categories, descriptions, and examples presented
herein are not intended to be ail-inclusive but, rather representative of the principal
types in current use. The reader is also referred to the appropriate works in the
bibiography for additional treatment, particularly the CAEL publicator. A Compen

dium of Assessment Techmques by Knapp and Sharon ?

The work sampie is one of the most common types of performance testing,
usually possessing elements of simulatior. In this case, job-related tasks are set
up, following which the student o trainee is evaluated for the task performed or the
product created The work sample tends tn recreate an important part, if not all, of
the actual job tasks and operations, frequently using job equipment The test will
sometimes nvolve certain on-the-job difficulties, which the examinee must over
come. Although some of the reaism may be sacrificed. the cntical job elements are
present and tne iest is teadily recognized as exempiifying stuational realism
Referial to other CGAEL publications, prepared for both facully and student use, I1s
suggested for further coverage of work sampie assessment problems *

The situational test endeavors to evaluate perforrmance in a real life or simu
lated situation in which the examinee 1s askud to undertake a task or role that has
been thoroughly explained before being carmed out and assessed Such lu.ts
usually attempt 1o evaluate more compiex performance yualities, oftenimes in
situations involving human interaction Sume represeitative exampies are the
fcllowing

1 War games and business games

2 Role-playing in supervision and management cominal justice and soc.al
work

In-basket techniques i administration and office practice *
Employer evaluation of employee performance

Case studies in sociology and human service

€ Simulated chnical problem solving in athed heaith fieids
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7. Laboratory procedures in industnal resvarch.
8. Simulation of field projects in training for Peace Corps service.
8. Student teaching in teacher education

Simulator assessment typically involves a machine, piece of equipment, or
material designed to simulate parts of an operational situation in which a person s
performance is to be evaluated According to Gagne, the simulator 1s charac-
terized by three features. (1) it is representative of a real situation, (2, iL1s designed
to provide specific controls over the situation, an 1 (3} it deliberately omits some
aspects of the operation that are variable or unpredictable.”

There are a great variety of simula.urs ranging from the simplest equipthent,
such as the artficial nfle for individual drill in nfte handhng, tc the compiex systems
simulator designed for use by whole teams of military persunne!l The relalive
dagree of complexity depends on the task or operation being evaluated Gagne
classifies such operations as follows.

1. Procedures such as cockpit training for pilots, console drlls to control
missile finng, or procedures for calibrating electronic gear

2. Mctor skils as in simulated gunnery practice or aircraft landing

3. Identfications stiessing immed.ate recognition of targets. types of
airplanes, or terrain features

4 Conceptuai tasks related to equipmen. testing. .avigation, and interpreta-
tion of aenal photos

5. Team functions as in complex war games or communications among crew
members

The assessment of prepared performances. another form of performance
testing, stresses the evaluatior: of artistic renditicns or demonstrations of physical
prowess that are normally the resuit uf repetitive rehedrsing for a period prior to the
evaluation Typical exainples inctlude rehearsed performances in the performing
artls—music, dance, and theater arts—ana in sports and physical educatiocn ac-
tivities

In some instances, the te' * will be de..sed to evaluate purely individual efforts
as in sclo vocal and instrumental auditions, i reisics, gymnastic eatubitions, track
and field events, and physical fitness programs In others, the evaluation of .ndi
vidual performance must be given in the context of group activities, a factor which
poses mariy assessment difficulties such as the avility to 1>0ldte the performance
and control the testing s.tuaticn Theie are suipnsingly few standardized tests in
the performing arts fields tecause the major thrust has been to aeveiop measures
of artistic aptitude. appreciation, and aesthetic att:itude In music, the bect evampie
of a test designed to assess both rehiearsed and unrehearsed music 15 the
Watkins-Farnum Performance Scale. a standardized test for band instruments
developed onginally in 1942 but still a sigmficant contnbution to mus.c performance
testing 2

On the other hand the held of physical education has given a great deal of
attent:on to tne geveiopment of tests that evaluate the res.aits of previous practice
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Tests range from those measurnng specific, discrete skills in individuai sports and
physical fitness to more gross measures of performing proficiency In either indi-
vidual or group situations. A compiehensive, useful teatment of this complex area
ct measuremen’ 1s found in the recent textbook of Franks and Deutsch, Evaluating
Performance in Physical Education, which proposes a hierarchical model of physi
cal performance and fitngss as a basis for assessment, the major components cf
which are body compositic... efftciency, endurance, skilis, and sociopsychologica!
influences.

tJnique Problems in Performance Testing

All assessment ope:ates on the basis of a common body of principles concerning
which psychometricians are in reasonably uniform agreement On the other hand,
the problems that will anise in the apphication of these princ:ples wiit vary consider-
ably in kind and degree depending on the ..ature of the assessment situation
Thus, the utihzation of expen judgment in the performance test poses ditferent,
though not necessarily more severe, assessment problems tan it does, say, in the
oral interview often used as a measure of subject-matter knowledge

One of the most difficult and unique problems tc be faced in assessing per-
formance 1s the question of its representativeness and its relationship to the twin
measurement demands of vahdity and rehability Although these concepts were
discussed in Chapter ii, the umiqueness of the prabiem requires a separate treat
ment here.

Simulation and the Validity Question. Earlier, it was pointed out that the pnnci
pal charactenstic of the performance test is its relative realism or simulation of a
real-ife situation. Furthermore, a simulation 1s cons.dered to be representative of a
real situation when it is comprehensive, i.e , covers a wide range of aspects, and
when 1t demonstrates fideity, i.e , faithiully reproduces each aspect When these
two conditions are adequately metin « performance test situation, one can assuime
that the test has achieved a satstactory degree of vahdity Stated in assessment
terms, a performance test shouid produce a ore vahd result when the elements of
the cnitenon situation are adequately sampled and realistically represented The
faiure to simulate adequately a real situation is one of the chief shortcomings of a
great many applcations of performance assessment A case in point has been the
common practice in teacher education of assessing the abiity of college students
to understand principies of teaching on tne basis of an observation of their teaching
performance in a simulated classivom environment where their peers pretend o0
be young children

To illustrate more fu.y the need for adequate simulation to insure test validity,
‘et us consider the case of a final examination administered at the close of the
training penod for a student preparing to become a stenographic reporter In this
example, assume that the basic manipulat.ve and transcriptive skills have previ
ously been tested and that the objective of ti.s examination «s to assess the abihty
of the student to perform satisfactorily i a su.ulated on the job situation, in this
case represented by an audiotape of a courtrcom scene

To recapitulate from the previous discussion, the simulation must produce
conditions that satisfactorily answer the following questions
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1. Doaes the test create sufficient situattonal realism?

2. Does it provide an adequate sampling of the various elements in a court:
room scene that are crucial to the performance of the terngrapher?

The following checkhist of preparations is suggested to provide the simulation
necessary to produce vahd test results.

1. Elements of the courtroom scene.

a. Prepare two tapes of the scene, a first version for tryout with students
and a second refined version.

b. Set up a scene that utihizes a number of voices of d“erent qualities,
accents, and inflections

¢. Provide a combination of longer sinyie speeches and rapid-fire verbal
exchange Invoiving several persons

d. Have the dialogues inciude a mix of declaratory statements, questions,
short, long, and iIncomplete sentences. and interjections in the middle of
statements and questions

e. Create subdued interchanges, as between judge and counsel, and
speech at high-volume levels

f. Provide for backgroud masking sounds such as spectator faughter,
rusthing of papers, and the like

2. Equipment considerations
a. Use recording and playback equipment of good fideity, particularly tor
reproduction of the spoken voice which. to be inteligible. depends on
recording and reproduction emphas.z:ng higher frequency responses
b Use loudspeakers, preferably two «* unt and back). rather than ear-
phones to preserve the sense of sou. J coming from several directions

¢ To preserve sound qualty store the uriginal tape and use copies for
frequent repetiiuns
d Make sure stenographic equpment is in good working orde

One method of handling the vaidity problem in simulations might be for the
assessor to begin with a highly simuidted testing model and, under successive
tryouts of the :est situation remove elements and note the effects For example In
the illustration presented abov2, t might be feasibie to create a +.deotape record
ing of the scene first. extract an audiotape versior. and compare the test results
achieved from both versions Al the close uf this process. the assessor could well
find that for some assessment situations d less (losely simulated model weuld
serve {o <atisfy vahdity needs

Relationship to Reliability, The vau.. , probiem has direct bearing on the reliabil
ity probiem and., n fact. can pose d real cilemma for the assessor Real life cond
tions, particularly where complex human interaction sdtuaticns are concerned, are
very difficult to control Now it is a sme gua non that sound measurement de
mands control, the examinee shouid te evaluated each time under similar cond:
tions Only then car we expect a test to be relable. i e consitently produce the
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same result over a period of tme By increasing jbewtepresentativeness of the
simulation, we assume an increase in vahdity, bdt therein es the dilemma. As
validity increases, the possihility for control generally decreases and so, therefore,
does reliability Without rehability, of course, validity has ittle meaning. Since both
elements must be present, the assessor has no choice hut to create a reasor.able
balarce between the two in simulatng appropnate conditions for performance
testing, an achievement that can be reahzed only atter expenmentation over an
extended period of time.

Another way of looking at the problem of reliability is to picture the evaiuation

" of performance in educalional settings as an assessment continuum. At one end

we would be dealing with one on-one evaluatian, one expert juaging a single
performance, and at the other large numbers of performance evaluations uthzing a
standardized test. such as the Watkins Farnum Performance L.ale designed to
assess performance on band instruments. in the one-on-one situation, hiue dis-
agreement would be lkely to emerge among experts when evaluating luwer
levels of performance, for example, the assessment of beginning typing or short-
hani In situations of this kind, the use of a single evaluator would probably be
justified But as we move up to highei, more complex leveis of performance where
the variables increase, as in evaluating aristic renditions or performance in leader -
less group discussion, and the value oriented judgments of assessors become a
contending factor, the likelihuod of disagreement is much greater in such situa-
tions, the abilty to achieve an acreptabie degree of reliabity becomnes more
difficuit when using the single expert At the other extreme, the use of the standard-
ized performance tests in institutional settings can be compietely unfeasibie. Al
though many such tests report good reliabities, the iow voiume of students
creates a very high cost factor In addition, this type of test is usually so inflexible
as to benappropnate for most performance situations

A reasonable solution for the reliaodity dlemma hes somewhere between
these two extremes The compromise normally wouid cal! for the use of muitipie
ratings, generally .nvolving the so-called jury system of assessment The mure
institutions become nvolved in competence baseu education, work expenence
programs, cu.amunity-oriented activities programs and (. . .ecognmition of hfelong
learring accomplshmer s, the greater becomes the need to develop performance
assassments i the jury mode Althcugh the vust may still be a factor for institutions
witn small faculties, the trade off for improved assessment could be great In
utiizing this assessmeri. mode. the addition of a crucial element shouid be given
serous consideration —the process =hould be superused by institution-based
psychometric specialists assigned ams of subject speciaists functioning in
fields where performance s demdi.wcd An example o1 a model of this team
approach to performance assessment s presented iater in this chapter (see p 71

As an example of the vahdity-reliablty problem. the evaluaton of wntten
performance n a foreign langvage presents 'nleresting cnidilenges from the point
of view of both test val .., and rehability A hignly face valid techmgque n this
regard wouid oe to have the student prepdre one or mere rea! ife documents such
as memoranda, personal ur business letters. and 50 forth. and tu have these
evaiuated for overall quahty Although the validity of such a testing situation would
be se.f-evident, the rehabisty with which the students performances could be
scored might be called into guestion since globa: appraisals of qualty —
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especially of fairly lengthy.and largely unairected texts—can produce wide varia-
tions in the scores assigned, dapending on the particular individuals doing the
evaluations, the amount of prehminary training in the scoring techniques, the
sequence in which the texts are read, and a number of other factors extraneous to
the question of writing proficiency per se.

To provide for a greater degree of rehability in the wrting test situation—
especially when the papers must be graded individuaily by a number of different
insiructors—one possible approach would be to break the student's writing task
1nto a number of smaller and more highly controlled elements, each of which could
be evaluated more precisely and more uniformly than would be the case with a
fonger and “freer ' text. Formats in which the student is asked to complete partial
sentences by filling in appropniate verb or adjective forms, or to produce whole
sentences which ncorporate certain specified elements, usually permit easier and
appreciably more reliable sconng.

These and other types of writing tests involving student performance on a
senes of discrete elements may, of course, be viewed as somewhat less 'genuine”
measures of wnting ability than i the production of an entire business letter or
other texts typical of real-ife writing activities. if the former kinds of exercises are
considered msufticiently representative of the types of writing tasks that the stu
dent will, in fact, wincounter outside of class, it may be necessary to adopt an
intermediate approach such »s the wuting of short portions of eaci of several
representative writing tasks (for example, the opening paragraph o' a business
letter, with the tog.c and purpose of the ietter specified in advance) This procedure
would have somewhat greater s tuational reaksm than the discrete element task
and would at the same time permit more rehable scoring than is the case with
longer comp.ete themes

Checklist of Considerations

In concluding the treatment of this phase of assessmerit, the potential evaluator
shouid be alerted to the special cond tions that ought to be s>atisifed in developing
and administening performance assessmernts Con:iderations specific to perfor
mance assessment can be derived from the moie general steps presenteu at the
end of Chapter |l

The methoc ut presentation is a checklist of f.ve categories of key questions to

be considered \\

1 The performance objectives

a What are the crucial behaviors involved in the performance? Are
some more important than others, and should they be weighted?

b Is suffictent information available or will detaied task analysis be
necessary? Exampie The more readiy identihiab.e 1asks of the typist
as compared with the complex range of the functions of a supervisor
of 25 file clerks. typists and stenographers

¢ Under what specific conditions are the behaviors elicited in reai life?

d Are appropnate measurement instrumerits already avalable. thereby
making it unnecessary to reinvent the whaet ?
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2. The choice of assessment method .

a. Can a real-life Situation be ulilized, thereby avoiding the necessity of
simulation? If so, can controls be set up to satisfy reliability needs?

b. What is the cost factor to consider in determining whether to use a
real situation?

c. It simulation is necessary, what are the crucial aspects to be simu-

. lated? Is equipment adequate? Physical arrangements proper? Suffi- -

" cient displays and alds?

d. Is the assessment set up to enable close replicatjon for evaluating
different students-as well as the same student at different imes?

e. Which is more appropnate, product or pefformance assessment, or
both?

3. The assessment process

a. Have appropniata criteria ‘been set up to choose assassors properly?

b. Have adequate plans been made for proper observation and record-
ing of performance? Example: Determination of the appropriate
means of recording amon3 tape recorder, videotape recorder, or
movie camera. . )

¢. Have necassary sconng procedures and forms been set up, such as
checklists, rating scales, etc.?

d. Have absolute and relative weights 6f assessment elements-been
established? Example. Evaluating the pilotin hapdling essential land-
ing procedures versus the form and smoothness of the landing.

e. Can one expest do thiz evaluating, or are multiple raters preferabis?
Example: Generally sufficient to use-single rater in evaluating lower
level skills, advanced levels require several raters.

f. What traiming procedures have been developed lor assessors?

g. Have sconng standards been checked periodically when tests are
repeated over a period of time?

4. Assessment administration .
a. Have instructions for the student been developed?

b. Have. necessary assessment controls bee¢rs estabhshed, including
desirable physical oondmons sequence and timing of activities, and
the Ike? i

c. Has lest secunty bean worked out, such as .. , development of suffs-
cient altern te hsts of tasks from which to choose?

! 5. Economic considerations

a. Are the results of the test of such tmpo.tanca that a lugh cost may well
be justfied? Example The necassity of evaluating a real perfor-
mance of the potential conductor of a professional symphony or-
chestra as compared with accepting the simulated testing of the stu-
dent who must satisfy conducting requirements for the Bachelor of
‘Music degree

b. How long is the assessment or test expected to be viable?
(1) -Will the volume be such that developmental costs can be re-
couped over a penod of ime?

{2) Is the fieid changing so fast that the particular test will be out-
moded?
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¢. What are the fulure needs for modification of the assessment sys-
tem? That is, how much flexibiity will be necessary regarding perfor-
mance content or tasks and standards?

A PLAN FOR THE USE OF EXPERT JUDGMENT IN PERFORMANCE
ASSESSMENT

This section presents an example of a procedura! plan for performance-based
assessment of expenential leaming. it #as developed at an external degree institu-
tion that relies for the development and admunistration of its assessment proce-
dures on a close working relationship between the institution’s professional staff
and a group of approximately 300 outside academic specialists. The plan is viewed
as a procedural goal, although most of its components are already in use.-Other
institutions may find it useritas a modei of one.possible approach to performance
assessment. The description of the plan 1s foltowed by representative illustrations
of parformance assessment.

Selection and Orientation of Performance Assessors

Assessment staff at the college cr university solicit recommendations of qualified
assessors from academic deans and uther college or non-college sources Impor-
tant cntenia are. subject-malter expertise, an appreciaticn of the operation and
philosophy of external degree programs, and a willingness to become familiar with
performance-based techmques for measuring student accomplishment Vitas of
proposed assessors, lists of courses taught, and other documents are reviewed as
part of the selection process, and wherever possible an informal interview with the
prospective assessor is camed out by college staff. An orgoing informational file is
maintained for each participating assessor showing the assessment projects in
which he or she has been nvoived and related comments of the assessment staft
of the institution, )

Each newly-appointed assessor receives a package of explanatory materials
descnbing the orgamization anu philosuphiy of the college and the basic procedura!
steps to be foliowed in the assessment program. (A loose-leal handbook, which
can be added to and revised on the bas:s of continuing experignce, 1s a useful aid )

Following therr review of background matenials, asse501S attend a joint dis
cussion meeting with the co- vge assessment staff to recuivs more specific nfor-
mation on the particular type of projectin which they will be involved and to discuss
the general outline of the assessment plan. To the extent possible, all assessors
for a given performance area are asked to be ,. esent simultaneously, so that all
participants receive the same type of briefing and onentation to the project

Development and Tryout of Assessment Procedures

In situations 1Nvoiving on-site performance evalualions, assesso’s and college
staff make an exploratory wisit to determine that the physical layout and “am-
» tiance of the site, including ne presence and condition of necessary equipment
or other support elements. permit a highly vahd, ‘real-life” demonstration of the
performance to be assessed. -
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One or more assessors, aided by college staff as necessary, review published
instruments or documented procedures in the area to determine if appropriate
measurement 100ls are available or can bie readily’ddapted from existing sources.
Any, findings are reported fo the full group of assessors for discussion.

*  Assessors and college staff draw up a formal plan for eliciting, observing, and
evaluating the student performance. Tt:@ primary considerations in the plan are.

a. Providing for an adequate and representative samphing of the performance
to be assessed.

b. Presanting directions to the student that adequatel onent and prepare him
or her for the task. These can range from a short list of procedures to
well-developed study guides. .

c. Develcping an observation system, including any necessary forms, that
can be enuciently and accurately used irithe actual assesgent situation.

Assgssors and college staff, working in close collaboration, devalop neces-
sary procedures and instruments to implement-the evaluation plan. A variety of
approaches are used, depending on the number of assessors working on a given
Project and the relative difficulty of conceptualizing ang/or developing appropriate
assgssmemt techniques.-In very straightforward subject fields, where all assessors
are quite clear about and in-agresment on the proper evaluation techniques, indi-
vidual assessors may be assigned to work up ditlerent specified portions of thg
entire assessment procedure, which are then combined, often with/slight revisions
following group discussion. In more complex situations, the 2ssebsors may work
as a group, with a high level of input by the college assessment gfaff, and may also
submit their work for critique and suggestions by an adcﬁnorﬁ—oonsu!tam in the
specialization. )

Simultaneougly with the development of procedures and instruments, the as-
sessors and college stalf discuss the criteria and standardg to be used in judging
the studsnt performance. Depending on the riature of the ({ield, the student may be
required to meet certain minimum performance standards in each of several sub-
areas, or superior performance in one aspect of the assessment may legitimately
be considered lo compensate for less successful performance i other aspects.
Related decisions are made on whether a simple credit no-credit evaiuation eport
viillbe made or whather several different levels of accomplishment wiii be identifiec
and reported. Additionally, a decision i1s made on whether supplemer:tary narrative
descriptions of observed strengths and weaknesses in the student s performance
will be provided. If necessary, assessment plans and draft instruments are revised
to meet the information-gathering and reporting-goals- decided on.

In situations where the volume of assassments warrants i, a prefiminary tryout
of the assessment procedures will normally be conducted, in w:uch each of the
assessors for that project simullaneously evaluates a number ol student perfor-
mances by using the draft proced..es developed. Results are reviewed :n terms ol
the efficiency and straightforwardness of the rating procedure and the extent to
which the assessors are able to give closel, . milar ratings of any given student.
Problems in either of these two areas indicate the need to discuss and revise the
assessment procedures.
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¢ 3 23tional Aép!lcatjon pf Assessment Procedures

.+ Audent’s performance s evgiuated simuitdnecusly by at 18ast twd a$s2550¢s
ovided for in the assesgment.plan, the student has been fully alerted and
~opared” for tha assessment process er;d‘ 1s given the.opporturuly Jo prasent the
total range-of*behaviors under consideration, In stme :nstances. s rgares
observation of the student s psriormance on two o more separate occasons Or
each occasion, the student i granted a warm.up penod 1o become accsmatized 'o
the situation, including-any-equipment or apparatus. ) .
__Although the assessors .« “resent simultanecusty at the perurmanceis; ¢t
tha sfudent, rating notatiuns are made ndependenty for later discussion and
reliability checking. (Nole. in some gadormance assassment sduations, 1.5 WRPOS
dibla for financial or other reasonsto use more than a single assessat pot studant »
these inslances, initaigroup deveiopment of the assossment procedure and grous
datermination that the rating technique does permdf rekable sconng by a single
ndividual offers some justification fo: the singie-95505501 -approack In ongang
programs that Must use & siNgIe-assessor technique, penodic spot cheuks, in whiat
ona or more additicnal assessors are w2ied o to give .ndependent alings J! 1he
studegﬁs perunance 101 COMPAnsoy purPeass, ate Jamed sul Wheraver poss
ble.)

Scdring and Reporting of Student Performance .

Whén more than one rater «s ued 101 the evawatan of s.o3a « maltiple perde:
mances, e assessiss ant vuilege stal! meet as o Jrovw 1o reviaw and Jistulis he
shutient perlomance tabigs  Tatasabions of thee .ebngs and relaled tlabskoa
destriplions arg presented and interpreted v 1he assessue by Jtlgga S1att
Average ralings of zil assessors avalualng a gwvar. studem cunistiuta e

official rating. excepl when an-cbviduuly aberant By s tﬁ:‘mqg!aﬁhtougr
group discussion and agreement Nanatwe Jesct Ehais uf pOrosmianc, Madn
any applicabie suggestions to ihe student iegardng needed addlonal work &
preparation, are deveioped wi: d ytoup baws and made pan ol the Foarepert i the
student.

Project Revlew by Collegs Staff and Aszessors

A portion of thg SCoNRy and reporting s daveled 10 & wnbiudi abdigle » &' tha entre
asgessment project, mouding Sugyesivars (o conceptud and procedis 47 mMpose
ments that couid be made  luture repebluns ol the prewess &her wih a gl
sublectmatier area or i Ihe cOlege s assesumut L puglar 4onealy Ir1ama. stal!
roview O! each compioied asses»Mel Prus - doe car of Cul 100 160 0T
revision and deveiopmen! purpses
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Comempnts Ass@ssmont shoud mospeialo SIandardzed means  tos!
tho BppRcant s b knowied]e o SOnugal, paycholppcal charmital and
*  physologwesl bases of addiction

_5. Flight 5xltia of Individuais Atready Holding FAA (Fedoral Aviation
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8. Home Economics—Food Praparation . .
Spectal Assessment Techmques
o Definition of broad-scale problem that vaill involve the evwuation
nutrition and other dietetic factors related to meal preparation
' » Designation of a spacific situation that will call on student 1o der-
onstrate a vanely or computences and the knowledge re _wisite to a -
satisfactory outcome
o Preparation ol'a “shopping ist” that wilt adequalely cover the needs
stated above

o Evaluation of items purchased
o Qpservation in a kilchen setting of actual meat preparation
« Sampling of oulcome and evaluation of final product

Comments. Varnous statedcritena will have io be met. These would be the
slandard agraed-on ciitena that shoud be accepted by anyone i the firid.
The particular method allows for the statement of a prublem whose soiulion
calls on a vanety of skills at ditferent levels and sausfies the demands of
diferent parts of the curriculum One or more of the foliowing examples of
parts of the curnculum can be stressed volume feeding, gourmet cooking,
cooking for the invalid, nutntion, consumer education, product development
n & commercial setung.

8. Forelgn Language Speaking Praficiency
Special Assessment Tezhniques
o Face-lo-face interview of 20-25 minute duration
o Student proficiency evaluated n terms of performance capabiities n
real-ile Situatons .
~ Ratiny scale encompasses entre range of spsaking proficency
from 'survivai lovel 10 proficrency shown by educated native

. speakers
Comments This language proficiency interview s based on techniques
N\ ongirally ceveloped by the US Foreign Service Institute and recently
\ adapted for use in Peace Coros language traimng, teacher cerbfication
\\ piograms, and other situations The interv aw 1S conducteq by either one u*
. two trained raters who converse with the exarminge n a reiatively mformal
' setlng ontopics ropresentative of a numbes of roav-hfa communication areas
Throughout the interviex, the pace and lavei of sophrstication of the discus-
sion are .ncréased to a pont at which the maximum ievel of performance has N
bean attained An 11 point scale {5 bus:c performance levels, together with
<termediate plus values) is used 1o rate the total performance Each of
these levels 1z defined by a short paragraph descnbing the kinds of
language-use stualions in which the examinge 15 consdered capabie of
commumcaling i an effectve and apprupnate manner
Concluding Note ;
Several of the above fiustratons contain elements o yrodudt assessment, namely
numbers 3,7, and 8 However, d shouid be slre - .« that the pnncipai focus of the
assessment is upon the performance of the ..udentn a siluaton where the pro-
duct 1s ntroduced as a means of identify.., e perdormance skills necessary 1o
create the product
76
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VI- Assessment of Written Material

.Myrna Miller

The outcomas of iearning that has been gained through expenence in a nonulass
room $e*ing are most often commun:icated via the wiitten mo_de. and experts are
called .. to measure and evaluate this written work. The form of the work is usually
one of the following. an essay examination answer, an assigned tooic essay, a
general essay within the portfohio of prior expernience, or a log, diary, ar journal. In
addition to the general concepts of relability and validity, experts making academic
judgments about wntten mateuals need to pay particular attention to the pitfalls
wmplicitin three significant questions. (1, Is the written wurk a direct sample of the
learning claimed? {2) Is ihe written wurk an assertion that learning has occuired in
the past or in a distant setting? {3, Is the written work an indirect sample from whick
the expert can deduce cognitive and affective learning?

Of these three types, the girect sampie is maat hike the product of classroom
tearning. in genersal the assessment of this type uf wiitten matenal iequires little
modification for applicat:on to experentially acquired learn.ng. Because ol the
simianties to other product assessment, be sure 10 consult Chapter IV for the
discussion’of important issues in product assessment.

The direct sample written product is often an essay examination answer, an
assigned topic essay, or tesearch report If the student claims to have. leamed
American history through travel or seif directed readiuy, he can be given an essay
examination by an expert ruotonan, The hustonan can measure and evaluate the
student s knowledge by u.ing the appropriate critena for what constitutes a correcl
response. In ahother case, .! the student seeks credit for English compasition or
communication Skili cor.petence, an asaigi.ed topic essay can be evaluated as
direct evidence of witten verba abilly and knuwiedge.” A third direct sample mught
be a research paper submitted in Spa.i.oh for a student claiming tc have learned
Spanish white iving abroad, Such-dueut sampies are clearly useful for a compe-
tence currently heid and easily dermonstrated through summative evaluation.

All direct sample wnitten responses requse ex, it agreed upon cntena for
gvaluation, wmich have been made avauable tu both the assessor and the student
pefore the actuai evaiuation uccurs In the classroom each student gradually and
subtly cornes 10 know ‘he protessor s expectatic ns. Although thie professur may
not have made known his standards at the ouiowt of class. expenencec students
usually learn to infer the critena for evawation and modify thewr study plans accord
ingly. This ability to discern evaitative cntena mdy, u. fact, be the actual "1easured
skill of “successful . students. -

Continueu classroom interay. .o throughout the semester gives classroom
students the oppartunity to son uut informaton relevant to expeciativns for mea
surement and evaiuaton in additivn, the expenence with mid course formative
assessment processes prepaces students thiough tnal and errur learming for final
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summative evaluation. Usually the student whose learning iras been expertentally

dernived cannot reap these benefits of prior knowledge of the professor or formative
« assessment. Generally, the leaming outcomes of expenence are judged by an

unfamiliar expert. Whenever this is the case, every effort should be made to clarify
what I1s expected, to make knowr whatcntena for evatuation are to be applied, and
to describe alf other "rules™ for assessment.

Students 1n on-going expenental settings often keep logs, dianes, or journals
of thew daily learming activities. These wrilten responses are then submitted to
experts for assessment of learning. Thrgughout such journals, there are assertions
that learning 1s taking ptace such as, | am finally beginning to enjoy typing now
that I-am only correcting one erfor per purchase order. Acceptance of such an
assertion should not be substituted for an actual typing test or a letter of verification
from a supervisc.. This rather obvious example i1s given in orderto contrast it with
the more common ancd more difficult cases that frequently anse. For example, a
student working on a psychiatnc ward may claim to be learming abnormal psychol
ogy through'his daily observaton of patients. Another exar.ple might be when a
student working in a nursery school describes the children s dally activities and
claims to be iearning early childhood development. In these cases, the task of the
expert 15 to distinguish betyeen those statements that are mere reporting of obser
vations and those that indicate thoughtful analyses based on coilege level concep

. tual frameworks.

This issue of assertion versus true learning outcomes s crucial in the assess-
ment of expeniential learning. The distinction i3, of course, often extremely difficult
to make. Most of us are unwittingly commutted to the oelief that seeing is learning
(on some level). Our chidren may say, | leamned a lot today. | went to the fire
station and saw the fire engines, or a fiend may report, | went to India and saw
the Taj Mahal. In truth, these Stimuic.ing visua! expenences plus the personal
experiences accompanying them, so often do iead to learning that we make the
yncorrect assumption that aii such expenences lead tu significant icaming for a'l
leamers. Experts need to-keep in tind that the expenence, setting, or activity s
not the learning, it 1s the opportumty for learmng to occus. Tharefore, in making
judgments, assessors must carefuily sort out the student s descrnptions of learn
ing opportunities from a.tuai coliege .evel leaimng deserving the award of credit.

The portfoiio of pror learming 15 especially susceptible to this protlem of
distingulshing opportunity from iear .. it s difficult for even the most experenced
assessor to sort out actua, -carming from very persua. ve descriptions of leaming
Talented students with exceptiona  miting ability car. . .en provide very convincing
cases-for credit. The expert may L J crediting writing ezpertise when called on to
evaluate other swilis. Or he or she may assume a conngction between the writing
ability and the ieasning outcome claimed (»ee halo effect, Chapter Ifj Itis often
even more difficult for the student to sort wut hissher own learning from expenence.
and portfoho preparation 2imost always (equies that students disentangle learming
from expenence.? Most programs ha.e .ouna i-at a strony counseling component
is particularly necessary for vider students who have been away from the
academic world for come lima.

1507 deladed (1507005 Of POOILUD pAPDAIALN AT ASSESHMENT 508 40ah Kodpp Assoss 2 Fr o veavnng A CAEL
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Because past [sarning 1s a unique personai experience, many experts may
feel that student assertions must be accepted. After all, the student:is the verifier
that he or she was there at the time. This does not mean, however, that the
students’ assertions are syncnymous wi:h leaming outcomas. Again a good coun-
seling system can help students to develop self-assessment skills that can provide
reliable statements of learning outcomes. In this way, not only the faculty assessor
benefits by having clear stateme: ts of learning outcomes as the foci of assess-
ment, but the students also.gain a new usable skifl.3

Although 1t is essential to separate mere assertion from actual learning out
comes, the separation of personal expenence from individually internalized leam
ing 1s somewhat-artificial.-Human lives, experience, fee.ngs, thoughts and learn-
ing, are in fact, all of one piece. Students oftentimes respond emotionally to judg
ments of past learning activities and frequently perceive these judgments as
evaluations of the worth of their hves. According to Richard G. Beery, in his article
‘Fear of Failure 1n the Student Expenience, our society reinforces the idea that the
measurement of achievement is equal to the measurement of ability, which is
witerpreted by many as the worth; »f one s hfe. For this reason, it 1s highly recom-
mended that experts evaluating prior leaming always be disinterested parties free
from constraints in cist.nguishing learning from descnbed activities that-might be
construed as the total life’s worth.

The written response, whether essay exam, assigned essay, portfolio ¢ssay,
of joumal, can often provide a sample,of the students cognitive and (less fre-
quenily) affective processes from which an expert can deduce creditable learning
outcomes. If we seiect from Blioom s Taxonomy,* we can choose specific cognitive
processes to be usea as cniena .ot judging wiitten matenais. An example might be
a student who was a Peace Corps volunteer and who describes his expernience
with the problem of offseting mainutrition in @ remote Scuth Amenican village. He
might indicate a comprehensive knuw.sdge of the situation by providing esse....al
data on eating habits, agricultural gractices, birth rates, death rates, etc. He might
demonstrate his abiiity to analyze the probiem through discussion of the factors he
chose to assign to higher and lower prionty. Synthesis mught have been dem
onstrated through the combination of rgsources he used to address the problem.
The ability to evaluate rught have been shown in his choice f prionty to attack,
1.e., encouraged change n eating habits when iack of new ewupment made a
change in agricultural practices unfeasible.

In a similar manner, interpersonai skdis and understanding-of others nught be
assessed by reading this student s descript  of his personal adjustment to the
mores, customs, and rc.e expectations ¢! .aw cufture. The expert Jhould not
base his judgments on a statement suc.. .» + grew and changed a lot, or [really
learned to understand the people |- worked with  The evawation, aithough based
on the stuaent s descriptior.s of tus parti sipation in the deivery of a baby, should be
denved fiom thoughtful refiection on this expenence. If he was able to provide

help within the context of a »econd culture, and can provide details of his self-

o
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aviareness and understanding through discussion of bis personal attitudes (cultur-

ally derived) toward the mother, the methods of delivery, aiid the iniant, ther credit
for these skills may be quite appropriate. When atteri:pting judgments of cogniti ie
and affeclwe processes, experts must be careful to avoid the.pitfalls of credmnq
asserlions, and, in this case, not award credit for the * ‘biology of child-birth,” whict:
has not,:in fact, been demonstrated. Or, if ou ‘Peace Corps volunteer happane t)
have oiste. ding wmmg ability, the experts m st avoid the pitfall of crediting verbal

facility when called on to ;udge @nalylic, evaluative, or interpersonal ability.

CATEGORIES OF WRITTEN 'MATERIAL OFTEN CONSIDERED FOR
CREDIT

Essays

" Much of the research literature has been devoted to contrasting esse,

Q
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examinations with ‘objective examinations. In assessing experniential learning, *
basic assumption is that objective exams would be too costly to procuce ‘or the
limited number of students who have had the same or nearly similar expenential
leaming. Those sludents who have acquired either broad .earning or highly

specific learning similar to traditional course work Lan take he already available
CPEV or CLEP exams. The cancern of this Handbook 1s with the assessment of
unique experiential learning both in sponsored settir 5 and prior learning. For
these puiposes the essay may be.appropriate.

Experts who are asked to compose essay questions or to rale essay answers
should be provided a common definition of this type of assessment task. A de
finition which includes the weaknesses of the essay and which indicates possibie
problematic areas is provided by S*alnaker.

.. the essay queston is defined as atest idem which requires a response.
composed by the examinee, usually in the form of one or more sentences,
of a nature that no single response or pattern of responses can be hsted as
correct, and the accuracy and qualily of wiich can bg judged subjectively
only by one skilted or informed n the subject The mos!,signficant features
of the essay question are the fréedom ailowed the examinge and the fact
1hat not only can no single answer be hstaed as correct and complaie, and
given to clerks 10 check, but even an expert cannot usually classify a ra-
sponse as categoncally nght or wrong. Rather, there are different degrees
of.qualty or merit which ¢an be recognized.”s °

i

When experts are expected tc make judgments on degree of qual'y, they
must.be provided with clear cntenia Most writers sugges! that essays shi.uld be
read quickly for an-over all mpressiun, especially when they are being.judyed foi
quality of writtng as v.ell as for substance and when ...ere s a relatively large
sample of papers on the same topic. Readers shouid-be asked nut to analyze
specific points or lo note tnvia. weaknesses. A hoiistic or giobal approach s
ger=rally favored. Even Jf there is only one essay on a given topic, 4 shouid be

reac by at lgast two judges whenever passible

M S!a'pak’el Tra Esvay Typa 1 Exar raton  p 495
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; The tasks should be cleariy defined so that the student can be made aware of
| what is expected. All.questions should be ‘carefully worded so that the student
!; understands what he is expected to do. If an answer of a particular length is ,
t expacled, specify how long it 1s ta be. if the student is allewed to expand uponthe

question, state this. If he is expected to stay within given limits, make the bound-
aries known to him. When the students are expected to set aside mechanics-and
wording and to concentrate on ideas, form, and flavor, they shauld be aware of
exaclly wliat they are being graded on, and readers should be selected who agree
to grade thesé factors. Sometimes, of course, readers who agree to grade on
these factors may nevertheless.find themselves influepced from time to time by
grammar, spelling, etc. Students therefore should beforewarned that it may be
impossible for evaluators to totally ignore mechanics and wording and that errors in
-grammar, spelling, etc., may affect the evaluation.

Portfolios

The portfolio of prior learming usuaily contains as one portion a generai es.ay. This
‘essay is frequently assessed by a faculty expert or panel of experts. The essay is
often autobiographical and highly descriptive of past expenences. The essays can
range from a few pagas to full boolsize manuscnpts. Details may include
emotional reactions to past events and intrapersonal insights as well as job de-
scriptions and catalogs of skills attained. With diiferent portfoiios, the experts who
assess the learning in the portfolio may do so from different perspectives and with
different criteria for assessment. For any one puitfoho, however, the cntena shouid
remain the same across expeirts.

1, Descriptions of Past Learning as a Measurement of Wiiting Cor. Jetence.
Most institutions of higher education have as a stated requirement for the degree
an acceptabie le.el of writing competence. This competence is ‘requently met
through the preparation of the portfolio essay. Ex.crts who are called on to assess
the portfcho essay should be provided with a singie sel of crtiena speciic to this
purpdse such as:

a. Clanty of presentation, proper orgarszation, appropnateness of style. .

b. Logic and order of presentation, adequacy of Wransitions, unity, and
coherence.

c. Neatness, lack of typographical or spelling errors.

d. Accuracy of punctuation.

e. Correciness of grammar, adequacy of vocabulary

The faculty of each nstitution needs to define and estabist, crteria appro-
pnate to the student body and cunsunarit with the phuosophy ard standards of that
institution.

2. Articulation with Degree Program. The portfolio essay frequently serves as.
the vehicle of ariculation of past iearring witt, .earning to be undertaken at the
institution. The task, in this case, .s lo assess the student s aalily to analyze the |
significan, relevant ieaming from tne past and to integrate this iearning snto a {ull
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degree program. Depending on the partigular pb]échves 3} gBaIs of the institution,
the criteria for this assessment will differ. E4pérfs will require a se: of clear cntena
when they are called upon to evaluate the complex processes involved in dredging
up, sorting out, categonzing, and articulating past lewning. An example might be a
siudent who decides to study oceanography after many years of workna as an
engineer. His work expenence might provide him with the knowledge of
geachysics and other course work he needs. Much of his earher academic work
may ndw be rusty or out-of-date and may need to be discarded. Some of huis Navy
training may be, after close examination, highly relevant. Also his avocations of
sailing, boatbuilding, and manne natural hustory may fit in well with a study plan that
calls-for an at-sea internship.
Criteria for the assessment of this type of essay might include.

~r
N, — T2
-
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a. Ability to present a well-organized'iogical argument.

b. Ability tc identity pertinent leaming from expenence.

c. Abilityto make decisions with well-supported defenses.
d. .Ability to justfy and to substantiate each decision.

Logs, Diaries, Journals

in the traditionat classroom, the faculty member responsible normally has control
over the matenai presented, the quality of work to be undertaken, arld the quality of
the readings or oth&r matenals tc be used. Since the subject matter emanates from
the instructor.in the form of assignments or lectures, there ;s little doubt about what
was taught—only about what was leamed. This controiled teaching process aliows

BrER N

each faculty member to devise measurement instruments based on what was

deliversd:-and, hopefully, recewed. In the expenental setting, however, much-of
this teachier controi is given over o nunacademic supervisors, employets, or the
student. As a consequence, one rather common method of recording the learning
activities has been the log, diary, or journal. The student submits this log to an
expert for evaluation &ither as intenim or iinai dogumentation of leaming. When a
log 1s used without on-site observation, the ea..ert is calied on to evaluate bot

what was delivered (avauabie learning experence; and what was reived

(learning outcomes). -
1. Description of Learning Activities. Olten the log, diary, or journal takes the
form of a diwect daly record of each iearning actvity. Studen's in internships,
on-the-job training, ot apprenticeships may .nciude a fine ievel of Jetail for each
new task undertaken, level of responsibmly accepted, or sill «eveloped An
example might be a teacher» aide who i assigned une child iwth a reading
problem to work with and desunbes for eadh, day the phoow drlls, word games,
and stones used as part of the student s teavher 35 iearner expenence An expert
reading such a jowinal could assess the leai..ny by LaiNg criten: Such as

a. Ability to apply theory to actual situation.
b. Ability to interrelate facts, pnncidies, and Ph«nom 2na in a new wvay

c. Abiity to demonstrate the development of a new £t of interrelated con
cepts.

' 8

84




Q

of

2. Retlection; Cognition, Affect. The diary or joumal can also be used to record
the students’ thoughts about and feelings toward their expenential leaming. It is
often this very reflection upon the experence that produces the true learning
outcomes. A student of drama may gain more nsight into her art after considerable
re!lectlori than on-stage during the actuai performance. A social work mtern, afier
many hours of informal. self-analysis, may recognize that she has been too quick to
make decisions for her clierts. Students of wnting and literature may use the
jounal to record books read and reactions to the books, as well as personal
creative efforts such as poems or short stories.
Criteria for the reflective journal might include:

a. Ability to draw anaiog.ns between related expenences.
b. Ability to integrate expernience into larget paitems of meaning.

c. ALty to demonstrate that the expenence shaped the student s views or
philosophy of life. -

(See CAEL Institutional Report No. 3, University of California at Los Angules,
for further discussion of the vse of the journai for spunsored experentiai learming).®

\

GENERAL CONSIDERATIONS

important steps that should be taker, into acount when assessing wiitten maty-
rials include the following:

1. Determine the specific factors on whick the student 1s to ha
assessed before making any judgments. Make sure that *hestudent
has a clear understanding of exactly wt.at factors (e.g.. wnting com-
petence, substantwe knowledge tn some area, etc) are 10 be
assessed.

2. Obtain a represant..tNe samp!e of the student's wnling -~

a. Il the assessment 1510 bo based on prior written h,om p:ovnde
gudelines lo the studen! so that a representatve sample of
wriling related to the cmena canke assessed ! astudent claims
to hlve wrtten 20 short stodes. for exampie, the assessment
snould be based on more than one or two of the stories

b i the assessment is tetie based on a requested writing sample.

the directions and guicelines to the student should be clear and
relevant'io the facto!s established -

3. Prepare Inr assessment

a Through committee action or other metheds, standards should
be estattished For example, a file contaimng samples of
acceplable lsvels of student work can be set up

b Clear guidelines should be established for judges so that they
know exactly what factors - e to be assessed.

¢ Thiough workshops and or practice sess:ons, judges should be
trained to use agreed-upon procedures and standards

%
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4. Make final assessment report

.8

Clgar guidelines sheuid also ba provided for the wnting of a fina!
assassment report. if the report 1s to ba of diagnastc value, lor
axampi.:, the asgessors should have some predqﬁned structure
around which such a report can he-wntten The report shouid
clearly relate the final assessment to the wnlten matenal

. Whenever possible have at ieast two judges read the matanat

Each judge shouid not know the other s evaluabon pnor ta doing
his or her assessment

. A% 8 rule, judges who are personally famiiar with the wnter

shouid not be used. Whenever. possibie, the student avthow of
the rriaterials sisculd reman vredentifiea

O
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) Richard R F?eilly S o ' - .
.,.The precedng :chapters have sach fpresented some important considerations for b

’ asaeesnwnL The slk bas!c staps which were recommended in Chapter Il reoccur, g
* with. dﬂerlng emphases on varjous points;.in'the- .chaptérss deafing with specific
170 mothods of | assessmen 1t may’ be helpful to review these steps as they apply to

A .feacmype ofassess t. Figure 5, “A Matrix of Assessment Steps,” presents in a
T ‘COMIze: way the speciﬁc adaptation of each general step-as It pertains to each of
the four:major asséssment.techniques discussed in this Handbook. :
‘Figureé'5- cleariy illustrates the- sumilanty in basic principles that should be :
applied toany assessmem The first major step, Establish Criterlon Standards, is a )

. good example The idea Is essentially the same for alf four types of. qssessment -
methods Concrete examp!es or descriptions should be used o illustrate what is ;

i méant by dnferem levels of the-critasion. If perlormance is being assessed, this
mhhl be done wilh/a number of direct examples of performance. I{ products are

-

v 7 - l=lng;assessgd; actual-examples of products would be best, or if:that is-not A5
possible.' clear ve(bal descriptions of -products cotild be used. The. sécond basic T
i -8lep° lnc!udes twoactivities. First, within each of the four assessment techmques, L
Lo there is a.range of possxble approaches. Careful cansideration of the. assessment N

prob!sm at hand will usually-reveal one or two approaches best suited fo the

situation. if Inlerwewmg is uged, this may mean choosing an oral testrather than a

semistructured inferview, for example The second-activity in this step invoives

" provldlng some:structure for|the assessee and assessor. Structure is what distin-

L, .gulshes an. mterwew from a casual conversation at a; cocktail party or product ;

assessment from a'visit to an art show. ) :

- ‘The. péxt 'step, Planning, includes both the preparation of judges and .the '
admmislralive details, such as providing an adequate:room..An environment free

of dsstrackmnoise is-clearly essential for éffectivesintervigwing, and for many :

lypes of. performance assessments spacial equipment will be needed. ) e

The.fourth step has to do with directing and focusing the assessor’s attention -t

to only whatis observed within the structure of the assessment procedure. The age

. or-appearance.of lhe artist should not in any way inﬂuence the judgment of asses-

sors considering artistic products as leaming outcomes, for instance. Once judge-

, ments-have been ‘made, it is important that documentation-of the assessment

L process be avallable for review and that feedback be given to me student, This fifth

g - step ‘may- vary considerably in terms of the mode of transcription. Rroducts, for P

~ 7.7 -example, seve as a récord themselves, whereasinterviews must be e\ectmmcally .

recorded-or detailed with written notes. '

The sixth and final step can take a vanety- ot; forms, rangmg from judgmenlally
evalualing the adequacy of an-assessment- procedure to a-full-blown ernpirical
research study Monttoring the: quality of assessment is a crucial, but cften- ne-
_____g!ec!ed activity. Within a given institution it is often difficult or impossnble to apply
the more.powerfu! empirical procedures to evalualing assessment simply because

not enough students are asssssed w:m a given procedure. Empirical procedures {

/
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‘ Figure 5

A Matrix of Assessment Steps

. . . Basic Step~] Assessment Techniques .
' interviews Preduct Assessmenif’ " Porformance Asséssment "Written: Materia! *

i . Establish Should ba-given in Should be defined by spec]ﬁc Should be given in behavioral Shou!d be related to objecﬁvo _3
- ) -Criterion behavioral and examples. terms. observable aspects of writing
S -Standards “erbaf ferms. - |
; Tl Select and Determing what type of interview  Provide guidelines for choosing ~ Choose the most relevant For iéquested wiitten malonul1

- : Structure 19'to be conducted and structure )t the most relevant and performance method and adapt to specmc guides should be p
4 . Astassment to-eficit relevant information. representative products. spacific criteria. for the student, For previously
L e ' & produced malerlal, guidelines,
": ¢ . should be given for the num!
: ~ amount ‘'o!.materlal to.be
. \ - . submitted.
3 Pian the Prepare interviewars, interview Prepare judges by érov:dmg them  Prepare judges, provide forspace,  Prepare ;udges by prqvuding
- Adminisiration schedules, provide for space. with clear specifications and tme, and any special equrpmem with clear inslruct'ons as to
- of Assessment | time, and special recording examples. needed. they will be Iudgmg
- . squipment. . '
“ Relate Use of checklists, rating scéles, [Rating scales and wntten reports.  Checklists: rating scales, and Rating scales and written r
Judgments and written reports. < written reports.
to Observations < . . N

*  Record and
Report

. Honitor
’ : Assassment

~

i
'
]
i
'
i
i
'
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Recording can be electronic and
wrilten. Feedback given in
postinterview.

Tape recordings or addiional
observer can be used, In addition
fo examma!ion of writtan reponts

'| and empirical study.

Products themsaolves serve as a
record. Also written records.
Feedback wntten or oral,
Informat inter-judge agreement,
writen reports. and empirical

study.

98

Recording can be olectro;ﬁc and
written. Feedback can be wntten
or oral.

‘Intemal consistency of the tasks

and electronic recording are some
possibilities, in addition to written
reports and empirical study.

Recording Is written only Coe
Feedback can be‘given i m wri
or oral form.

Inforinal Inter-judge agreeme
examination of written reports,
and émplrical study.




requiire rolativoly large samples for results to be meaningful, and itis unfortunately
kuo of most CAEL lnstlmﬁons that the- requlred sample sizes cannot. formally be
v obtainod Spocla! studtes that draw on the-resources of several institutions-can
overczme the “numbers™:problem and provide some valid-answers to questions
about assossment quality; In order to do this, however, common piocadures must’ .
. ~be applodlrrdtfferent instltutnons. faculty cooperation must be obtamed and a host ?
. of; t_!ﬂpglg problems must be:confronted and ‘overcome. The difficulty of 'such an ’
“¢ - . undendking is what makes the, CAEL validation studies' such a unique and mean-
ing!ul aooompishment These’ studies drew on the cooperative efforts of 24, institu-
tions au,invo!ved in assessment of nontraitional Jearning. The results of these
stugﬂas Provide, for the.first time; “base rate” information on the relnabnllty and
) validity.of assessment of. experiential leaming and, as-such, would be an ideal
P . starting point for anyone involved'in evaluation of -assessment at the local level.
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